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The purpose of this study was to determine the persistence of Hone Start 
effects on associative parental behavior and pupil achievement by deter¬ 
mining: (1) if Hone Start parents differed from Non-Home Start parents 
in ten categories of parental behavior that are presumed to influence 
educational outcomes; (2) if Hone Start children enrolled in first, sec¬ 
ond, third, and fourth grades differed from Non-Home Start children at 
the same grade levels in achievement, as measured by reading comprehen¬ 
sion and mathematic concepts; and (3) to determine if there were signi¬ 
ficant relationships between associative parental behavior and pupil 
achievement for Home Start and Non-Home Start groups. 
Sub jects: 
One hundred fifty mother-child dyads served as subjects of study, seven¬ 
ty-five of the dyads were Home Start participants (EG. and EG?). The 
other 74 dyads (CG. and CG^) were taken from a stratified random sample 
drawn from the same population using place of residence, sex, ethnic 
background, school, grade, and socioeconomic status as the criteria. The 
unequal numbers between the groups is accounted for by attrition which 
is less than 10 percent of the original sample (160 subjects of study). 
Methodology: 
Three instruments were used in this study: (1) The Associative Parental 
Behavior Inventory Schedule was conducted in the hone environment of EG. 
and CG. parents. A chi square technique was used to detect possible 
differences between EG. and CG. groups. Significant chi square values 
were reported at the .001 level of confidence; (2) The Open-Ended Ques¬ 
tionnaire was administered to EG^ parents. The data were subjectively 
summarized; (3) Data from the Iowa Tests of Basic Skills provided stan¬ 
dardized measures of achievement. A t-test analysis was used to deter¬ 
mine differences in achievement between EG2 and CG^ children; and (4) A 
Pearson's r correlation analysis was used to determine if there were 
significant relationships between associative parental behavior and pupil 
achievement. Significant r-values were denoted at the .01 and .05 levels 
of confidence. 
Findings: 
The findings indicated that: (1) EG^ parents were superior to CG^ par¬ 
ents on associative parental behavior; (2) EG„ children did not differ 
significantly from CG2 children in achievement at any grade level; 
(3) Hone Start wasy successful in providing parental satisfaction, and 
(4) There were significant correlations between associative parental* be¬ 




A number of conclusions evolved from the study: (1) The persistence of 
Heme Start effects were more perceptible for Home Start parents than 
Hone Start children; (2) Home Start was not adequate for counteracting 
the academic difficulties that are characteristic of many economically 
disadvantaged children. Discrepancies in achievement increased consis¬ 
tently as the EG2 and children progressed through the grades; (3) 
Maternal behaviors relative to participation in school and community ac¬ 
tivities, knowledge of the child, acceptance of the child, provisions 
for language stimulation and growth in the hone environment, authority 
attitudes and restrictiveness were most closely correlated with achieve¬ 
ment. These correlations were more prominent in reading comprehension 
than mathematic concepts. 
Implications : 
The implications resulting from the study indicated that: (1) The impact 
of Home Start may have been attenuated by the lack of collow-up or con¬ 
tinuity of intervention in the regular school program in the form of cur¬ 
ricular involvement and systematic parent training; (2) The traditional 
classroom environment may not be adequate for meeting the needs of many 
economically disadvantaged children relative to curriculum, teaching 
strategies, evaluation techniques, and staff development with parents; 
(3) The effects of Home Start on associative parental behavior provides 
evidence for the public and policy makers to reconsider their commitment 
to the nation's economically disadvantaged groups by continuing to in¬ 
vest in Home Start education; (4) The results of this study underscore 
the value of longitudinal assessments in order to ascertain the long-term 
benefits of Heme Start programming on maternal behaviors and educational 
outcomes. Future follow-up studies on children should begin at the fifth 
grade level; and (5) Individual categories of the APBIS that are most 
closely correlated with achievement may be used as a screening tool for 
identifying high risk families and provide a basis for specific inter¬ 
vention. 
Recommendations : 
In view of the findings, conclusions, and implications resulting from 
this study, the following recommendations are proposed: (1) Establish a 
program of developmental continuity as it relates to the transition from 
Home Start to the regular school program whereby the school and parents 
may work more closely together for the ultimate benefit of the children; 
(2) Future follow-up evaluations on educational outcomes should include 
more satisfactory measures of achievement than results of standardized 
tests. Evaluations should include qualitative and descriptive material 
as well as quantified findings; and (3) Future follow-up evaluations on 
maternal behavior should include a more systematic measure of what par¬ 
ents actually do in their hemes, including interactions with other family 
members. 
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During the decade of the sixties, Americans witnessed a renaissance 
in the administration and delivery of organized early childhood experience 
for economically disadvantaged parents or preschool aged children that 
continues to pervade in the seventies for families of all income levels. 
The potent influence of parental behavior on the modifiability of human 
functioning and the importance of environmental quality in determining 
children's affective and cognitive learning modes were re-emphasized 
through the establishment of innovative programs. Home Start, more re¬ 
cently referred to as the Extended Elementary School Concept,"*" is an out¬ 
growth of national attempts to involve parents in the education of their 
children. Through training parents to respond to their developing child, 
Home Start endeavors to provide an on-going system of parental involve¬ 
ment that reinforces the effects of the program while it is in operation 
and helps sustain them after program termination. 
Since the launching of Head Start in 1965, the largest national pro¬ 
gram serving approximately 500,000 economically disadvantaged children per 
^"Thcmas S. Sergiovanni and David L. Elliott, Educational Organiza¬ 
tional Leadership in Elementary Schools. (New Jersey: Prentice-Hall, 




year at the height of its development, only a few child-centered programs 
for disadvantaged children have been considered effective, even though 
effectiveness seems less attributed to curriculum or teaching approach 
used than whether parents were involved in helping themselves as well as 
their children. As Karnes states the case: 
" . . .It seems that a basic reason for the failure of 
preschool programming for children from low-income fami¬ 
lies resides more in the narrowness of the definition of 
education than in the nature of specified curricula, the 
care with which they are implemented, and the competencies 
of the professional personnel. This narrow definition pre¬ 
vents the involvement of parents in the instruction of the 
child and the reinforcements of learnings, both in the 
classroom and at heme. It is too much to expect that ex¬ 
periences provided in the classroom alone can offset the 
detrimental effects of the total environment of the child. 
Thus, early education that is intended to alter substan¬ 
tially the attitudes and abilities of the child must en¬ 
compass his entire environment. Since the most important 
influences of the young child are his family, it is only 
logical to gnlist their aid in promoting his optimum de¬ 
velopment." 
Bloom's classic work on the development of educational capacity pro¬ 
vided a base for parent training: 
" . . .By about age four, 50 percent of the variation in 
intelligence at age 17 is accounted for ... in terms of 
intelligence measured at age 17; from conception to age 
four, the individual develops 50 percent of his mature in¬ 
telligence; from ages four to eight he develops 30 percent, 
and from ages eight to seventeen, the remaining 20 per¬ 
cent ... We would expect the variation to have marked ef¬ 
fect on the IQ before that age, with the greatest effect 
likely.,to take place between the ages of about one to 
five." 
Allen Omstein, Reforming Metropolitan Schools (California: Good¬ 
year Publishing Co., 1975), p. 75. 
2 
Merle B. Karnes, Involving the Entire Family in the Education of 
Preschool Disadvantaged Children (Illinois: University Press, 1972), p.24. 
3 
Benjamin S. Bloom, Stability and Change in Human Characteristics 
(New York: John Wiley and Sons, 1964), p. 68. 
3 
Moreover, subsequent research facilitated a broader understanding of: 
children's thought processes and the variables that affect them;'*' new in¬ 
terpretations of the structure of knowledge and the relationship of early 
2 
to later learning; learning and language performance associated with so- 
3 
cial class differences; concepts of psychological development during in- 
4 
fancy; concepts of socio-economic background and differential opportuni¬ 
ties for growth;^ socialization practices and achievement trainingand 
the role of parents as active partners in the educational enterprise. ^ 
The cumulative impact of these and other patterns of research pro¬ 
vided a credible psychological rationale for training economically disad¬ 
vantaged parents to aid the educational development of their children. 
Since Home Start is simultaneously a social experiment and a social 
action program, it is visible and subject to frequent administrative 
'*'Jean Piajet, "The Genetic Approach to the Psychology of Thought," 
Educational Psychology 52 (1961): 275-276. 
2 
Jerome Bruner, The Process of Education, (Massachusetts: Harvard 
University Press, 1964), p. 14. 
3 
B. Bernstein, "Social Structure, Language and Learning," Educational 
Research 3 (January 1964): 163. 
\l. Kessen, "Research in the Psychological Development of Infants: 
An Overview," Merri 11-Palmer Quarterly 9 (1964): 83. 
^A. Streissguth and H. Bee, "Mother-Child Interaction and Cognitive 
Development in Children," in The Young Child, ed. W. Hartup (Washington, 
D.C.: The National Association for the Education of Young Children, 1972), 
p. 153. 
^Urie Bronfenbrenner, "The Changing American Child: A Speculative 
Analysis." Journal of Social Issues 17 (June 1970), p. 89. 
^Ira J. Gordon, "Parents as Teachers." Theory Into Practice 11 
(Spring 1972): 145. 
review for effectiveness. Grothberg discusses the issues and problems 
involved in providing more definitive answers for program effectiveness: 
4 
"... In any experiment, the first observations 
of experimental consequences do not afford an over¬ 
simplified choice between abandoning the experiment 
as a failure or perpetuating it rigidly as a suc¬ 
cess. Instead, discoveries serve to redirect ef¬ 
forts along alternative routes, to focus attention 
in new directions, to generate new ideas for fur¬ 
ther experimentation. Further, it would be unrea¬ 
sonable to expect immediate definitive answers 
about program alternatives and their success, since 
these answers must necessarily be preceded by in¬ 
vestigations which establish the major dimensions 
of variation in people, programs, and consequences 
which need to be evaluated. Since more than forty 
years of research related to these basic questions 
have still not produced definitive answers, Home 
Start research cannot be expected to provide an¬ 
swers in a few years. But there are several par¬ 
ticular difficulties associated with the conduct 
of research in this area which legitimately account 
for the rate of progression. Some are essentially 
conceptual problems, associated with formulating 
clear ideas, theory, and learning to ask proper 
questions for research investigation. Others are 
methodological problems, associated with diffi¬ 
culties in measuring attributes of very young child¬ 
ren and their parents. A third difficulty might be 
labeled logistical problems, in that ideally planned 
investigations are often not feasible with ’real' 
children, 'real' parents and 'real' educational 
programs. And, finally, in any kind of research 
there are interpretational problems which stem from 
the fact that data are not always unequivocal, and ^ 
observations usually permit several interpretations." 
Despite these difficulties, Home Start research and evaluation is contri¬ 
buting to the growing body of scientific knowledge related to factors that 
influence human behavior, particularly behavioral skills that can be af¬ 
fected in the heme environment by the family. Evidence of these findings 
1Edith Grothberg, ed., Resources for Decisions (Washington, D. C.: 
Government Printing Office, 1973), pp. 2-5. 
5 
is supported by Karnes, Gordon, Huber and Lynch, and others. 
There is a growing state of urgency for accumulated evidence of pro¬ 
gram effectiveness at local, state, and federal levels of policy-making 
4 
and program planning. Therefore, follow-up studies related to retention 
and stability of desired outcomes (parent and child behaviors) are neces¬ 
sary for educational decision-making and program continuation and/or ex¬ 
pansion. 
Evolution of the Problem. During the past six years, the researcher 
provided leadership and supervision to a Home Start program in a unique 
urban environment. The local elementary school was used as the admini¬ 
strative base of operation. The actual program services were implemented 
from a community facility where the program participants resided (see 
Appendix A). Program services were delivered by paraprofessionals who 
were trained to work as Hone Teachers, two professionals, a special 
education administrator and a social worker. 
The program provides services to approximately two hundred economi¬ 
cally disadvantaged families and their children. The services were class¬ 
ified as ,THome Management and Other Educational Functional Services” with 
parent training in early childhood education as the largest component of 
the program. 
"'‘Merle B. Karnes, "A New Professional Role in Early Childhood 
Education,” Interchange 4 (1977): 89. 
2 
Ira J. Gordon, "Parent Involvement in Early Childhood Development,” 
National Elementary Principal 51 (1977): 26-27 
^Herman Huber and Frank Lynch, "Teaching Behavioral Skills to 
Parents,” Child Today 7 (January-February 1978): 8. 
4 
Sergiovanni and Elliott, Educational Organization, p. 82. 
6 
The program, an urban replication of the Portage, Wisconsin, Project 
Model, endeavored to train parents to foster readiness in their preschool 
age children by training parents what to teach, how to teach, observe, 
record and reinforce their children's learning behavior in the home en¬ 
vironment. Home management services and learning experiences in supple¬ 
mentary settings were also an integral part of the program. 
Home Start was centered around hourly visits, twice per week, to 
each parent's hone. A precision teaching model encouraged each family to 
make individualization an obtainable goal, although possible strategies 
for individualization were considered on the basis of results secured at 
six-month intervals on an achievement oriented assessment instrument, the 
1 
Alpem-Boll Development Profile. In addition to emphasis on family 
oriented enrichment and training strategies, Home Start emphasized staff 
alertness to the value of interdisciplinary collaboration and of referrals 
to various community agencies. Moreover, upon completion of Home Start, 
the achievement profile and the family's involvement with Hone Start were 
discussed with the child's receiving teacher by Home Start staff and 
parents, themselves. 
Evaluation occupied a prominent role in the program. A major ra¬ 
tionale for the degree of prominence was established by greater needs for 
fiscal and administrative accountability that were engendered by the. in¬ 
vestigative spirit of the sixties. 
Previous evaluations of the program focused primarily upon the on¬ 
going results of the program, as measured by the progress of the children 
1Gerald D. Alpem and Thomas J. Boll, The Alpem-Boll Developmental 
Profile (Indiana: Psychological Development Publications, 1972). 
7 
in the program. In order to evaluate the program adequately, two addi¬ 
tional aspects must be assessed: the sustaining effects of the program 
on the families served, as measured by their involvement in their child¬ 
ren's education and the program's effects on children, as measured by 
their academic performance in the regular school program. 
For the first time in the program's history, follow-up data are 
sufficiently voluminous on parents and children to provide statements 
concerning the sustaining effects of the program. 
The gross need for evidence of program effectiveness at all levels 
of educational planning, accountability factors, and the researcher's 
professional interest in the relationship between parental behavior and 
cognitive outcomes led to the planning of this study. 
Contribution to Educational Knowledge. The results of this study 
may indicate that training parents has practicality in that it may result 
in the prevention of childhood behavioral problems and help counteract 
the manpower shortage of mental health professionals available to cope 
with the increasing numbers of children in need of services. 
The results of this study may assist school administrators and teach¬ 
ers consider alternative methods of establishing linkages between school 
and home for the purpose of increasing the family's capacity for parent¬ 
hood and establishing a more satisfactory school-home partnership. 
In a recent survey of Home-Based Intervention Programs for disadvan¬ 
taged and handicapped children and their parents, Levitt and Cohen con¬ 
cluded that programs for the disadvantaged were more comprehensive, more 
■'■Jean Carlson, "An Evaluation of the Perry Homes Intervention 
Project," Research and Evaluation Report 11 (October 1977): 3. 
8 
structured, and more carefully designed than programs for the handi¬ 
capped."'" The results of this study may provide a valuable model for 
special education administrators who are concerned about establishing 
analagous programs for the handicapped. 
The results of this study may assist teachers and educators to con¬ 
tinue defining more precisely the complex aspects of parental influence 
on the modification of human behavior, particularly as it relates to the 
complexities of providing relevant educational training and experiences 
for economically disadvantaged Americans in urban environments. 
Finally, this study is the first long-term follow-up of parents and 
children who participated in Home-Based Intervention Programs sponsored 
by the Atlanta Public Schools during the 1970s. The data generated from 
this study may warrant continued follow-up beyond the elementary school 
years. 
Statement of the Problem. This study will answer the following 
question: What is the persistence of Home Start effects on associative 
parental behavior and pupil achievement? 
Major Purpose. The major purpose of this study is to analyze two 
areas associated with the goals of Home Start experiences by comparing 
associative parental behavior and achievement performance of Home Start 
and Non-Home Start participants to determine: 
1) If Home Start parents, as a group, differ from Non-Home 
Start parents on associative parental behavior 
2) If Home Start children, as a group, differ from Non-Home 
Start children on achievement performance 
"'"Edith Levitt and Shirley Cohen, "An Analysis of Selected Parent 
Intervention Programs for Handicapped and Disadvantaged Children and Their 
Parents," Journal of Special Education 9 (Winter 1977): 345-346. 
9 
3) And, to investigate the magnitude of relationships bet¬ 
ween associative parental behavior and pupil achievement 
for Home Start and Non-Home Start groups. 
Specific Purpose. Specifically, this study will test the following 
hypotheses : 
1. There are no differences between Home Start and Non-Home 
Start parents in associative parental behavior, as measured 
by: 
1) Parental Contact with the School 
2) Parental Participation in School and Community Activities 
3) Parental Knowledge of the Child 
4) Parental Aspirations for the Child 
5) Parental Acceptance of the Child 
6) Parental Provisions for Language Growth and Stimulation 
in the Home Environnent 
7) Parental Permissiveness 
8) Parental Authority Attitudes 
9) Parental Restrictiveness 
10) Parental Self-Development 
2. There are no differences between Home Start and Non-Home Start 
children in achievement, as measured by: 
1) Reading Comprehension 
2) Mathematic Concepts 
3. There are no relationships between associative parental behavior 
and pupil achievement for Home Start and Non-Home Start groups 
Location of the Study. This study was conducted in Northwest 
Atlanta, Georgia. 
Limitations of the Study. This study was limited to the degree 
that: 
1. The use of standardized tests of academic achievement may 
underestimate the potential of economically disadvantaged 
10 
children. However, since the same standardized tests were 
administered to Hone Start and Non-Home Start groups, this 
limitation should not pose a problem for detecting differen¬ 
ces in achievement between these groups. 
2. The survey method of eliciting information from parents may 
not provide the most systematic and pertinent results deal¬ 
ing with parental practices and the child's level of cog¬ 
nitive development. 
3. The nature of the community and the sample may act to re¬ 
strict broader generalizations. 
Definition of Terms. Key concepts, definitions, and terms used in 
this study are: 
1. Parent Training—a comprehensive learning experience which 
teaches parents to examine their behaviors as they affect 
the child. The process relies heavily upon modeling, dis¬ 
cussion, corrective feedback, and written activities to 
effectively instruct children. The management domain in¬ 
cludes instructional teaching and planning, effective use 
of reinforcement, and recording learning behavior.1 
2. Parent—the natural mother or legal caretaker of children 
who is taught behavioral and developmental skills in early 
childhood education by a trained Home Teacher. 
3. Extended Elementary School Concept—a general notion that 
includes the school's responsibility for education the 
period from the child's conception to formal entry into 
the regular school program. This extension is accomplished 
by developing linkages between school and hone which in¬ 
creases the family's capacity for parenthood.2 
4. Home Start—an innovative concept in early childhood edu¬ 
cation that trains parents what to teach, how to teach and 
how to observe, record, and reinforce their children's 
learning behavior in the home environment. 3 
^Richard D. Boyd, et. al., Portage Parent Program (Wisconsin: Coop¬ 
erative Service Agency, 12, 1977), p. 10. 
2 
Sergiovarmi and Elliott, Educational Organization, p. 8. 
3 
Shearer, et.al., The Portage Guide, p. 5. 
11 
5. Home Teacher—a paraprofessional skilled in early child¬ 
hood education practices who trains parents in the heme 
environment to become more effective teachers of their 
children by training parents how to target appropriate 
teaching tasks, how to best present them, and how to re¬ 
ward and assess their child's performance in order to 
continually modify teaching goals and procedures to meet 
the child's individual needs.1 
6. Child Centered Educational Practices—early educational 
training provided by professionals or paraprofessionals 
which focuses primarily on the child with minimum parent 
involvement. This specialized training may occur in the 
hone or outside the home environment. 
7. Family Centered Educational Practices—early educational 
training provided by professionals or paraprofessionals 
that focuses primarily on the direct involvement and 
training of families in the education of their developing 
children. 
8. Self-Development—positive changes observed in parental 
behaviors over a period of time that are closely associated 
with productive child-rearing practices. 
9. Cognitive Outcome—performance, learning behavior, know¬ 
ledge and/or academic accomplishments attained from direct 
exposure to informal and formal learning experiences over 
a period of time. 
10. The following terms will be used interchangeably: mother, 
parent, and family; Home Start, Heme Based Parent Training, 
Extended Elementary School Concept and Parent Training; and 
Pupil Achievement, Academic Achievement, and Cognitive Out¬ 
come. 
Instrumentation. The following instruments were used in this study: 
1. Associative Parental Behavior Interview Schedule (APBIS)— 
This instrument is a structured interview technique with 
fixed alternative responses and scale items for most ques¬ 
tions. It provided for objectivity, reliability, and ef¬ 
ficiency in coding and manipulation of the data. The scale 
items provided an added dimension of degree that was not 
reflected in the fixed alternative responses. Specifically, 
this instrument provided an informal assessment of specific 
maternal behaviors that were assumed to influence cognitive 
outcomes. It was adapted from various sections of models 
■'"Ibid., p. 18. 
12 
prepared by: Purdue Educational Research Center,-*- Purdue 
University, for the U. S. Office of Education,2 the Stanford 
Research Center, Stanford University, for the U. S. Office 
of Education,3 the Portage Project Parent Behavior Inven¬ 
tory, 4 and selected variables from comprehensive studies by 
Wolf5 and Dave6 on parental influence and selected aspects 
of the home environment on the development of general in¬ 
telligence and cognitive ability. 
In an attempt to extablish an informal estimate of con¬ 
tent validity, a preliminary version of the questionnaire 
was presented to the dissertation committee and Doctoral 
Forum. Following the presentation, a trail test was admini¬ 
stered to a randomly selected sample population toward which 
the questionnaires were intended in the final study. The 
results were analyzed to assess the effectiveness of the 
trial questionnaire to yield desired information. 
Modifications to this instrument included deleting sec¬ 
tions that had been found less productive in previous stu¬ 
dies, thereby, conforming to the overall reactions of the 
dissertation committee who indicated the importance of keep- 
ing the administration time within a one-hour limit. 
The final form of the APBIS consisted of seventy-seven 
(77) questions (See Appendix B). These items were then used 
as a basis for ratings on ten (10) scales designated as 
'''Fred N. Kerlinger, Foundations of Behavioral Research (New York: 
Holt, Rinehart, and Winston, Inc., 1976), p. 360. 
2 
E. C. McDaniels, et al., Longitudinal Study of Elementary School 
Effects, Design and Instruments and Specifications for a Field Test: 
Final Report (West Lafayette, Indiana: Purdue Educational Research Center, 
1973), pp. 272-297. 
3 
Jenny Klein and Lois-ellin Datta, Implementation of Planned 
Variation in Head Start (Washington, D.C.: U.S. Office of Education, 
1969-1970), pp. 254-261. 
^Boyd, Stauber, Bluma, Portage Parent Program, pp. 43-46. 
^Richard M. Wolf, "The Identification and Measurement of Home 
Environmental Process Variables Related to Intelligence" (Ph.D. disser¬ 
tation, University of Chicago, 1964), pp. 106-108. 
^R. H. Dave, "The Identification and Measurement of Home Environmen¬ 
tal Process Variables Related to Educational Achievement" (Ph.D. disser¬ 
tation, University of Chicago, 1963), pp. 124-126. 
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associative parental behaviors assumed most productive 
to the influence of cognitive outcomes. A description 
of each scale follows: 
a. Parental Contact with the School. 
This scale explores direct parental contact with the school, 
including visits to the classroom, conferences with the 
teacher, social worker, principal and other school person¬ 
nel. 
b. Parental Participation and Involvement in School/Community 
Activities. 
This scale explores the extent of parental participation 
and involvement in school/community activities such as PTSA 
or school groups, community action programs, Tenant's Asso¬ 
ciation, YWCA, YMCA, and church groups. 
c. Parental Knowledge of the Child. 
This scale explores the extent parents report their childrens' 
attitudes toward school, including knowledge of the child's 
best subjects in school, textbooks used, and child's likes 
and dislikes about school. 
d. Parental Aspirations for the Child. 
This scale explores parental goals established for the child, 
including level of education and attainment, career expecta¬ 
tions, and the specific point in time these aspirations were 
formulated. 
e. Parental Acceptance of the Child. 
This scale explores parental reports of satisfactions gained 
from parenthood, including the frequency of praise and 
punishment. 
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f. Parental Provision for Language Stimulation and Growth in 
the Heme Environment. 
This scale explores the level of parental involvement with 
the child in family life and exposure to the subculture of 
which he/she is a member. These activities include talking 
to the child, reading to him/her, and providing reading 
material and exemplars of reading behavior, and taking him/ 
her on trips to visit relatives and friends. 
g. Parental Permissiveness. 
This scale reflects the degree parents permit their children 
to ask questions, respond to and participate in decisions, 
explore, function independently, follow and respect rules 
established by the home structure. 
h. Parental Authority Attitudes. 
This scale reflects the degree parents expect their children 
to respond to adult authority, including discipline, respect, 
and levels of expression. 
i. Parental Restrictiveness. 
This scale reflects the degree parents established limita¬ 
tions and guidelines for viewing television programs, in¬ 
cluding programs with violence, horror, and sex. 
j. Parental Self-Development. 
This scale reflects the degree parents make positive changes 
in their lives that relate to providing exemplary behavior 
associated with effective childrearing practices, including 
a description of current residence, checking or savings 
account, employment status, source of income, and educa¬ 
tional training over the past five years. 
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2. Open-Ended Questionnaire—This instrument was designed to elicit 
additional information from Home Start parents concerning the 
value of Home Start experiences that may not have been included 
on the APBIS. 
The instrument consisted of four questions (See Appendix B). 
3. Iowa Test of Basic Skills (ITBS)—This test provided comprehen¬ 
sive and continuous standardized measurement of the fundamental 
skills of achievement, writing, methods of study, and mathema¬ 
tics. There are fifteen (15) sub-tests in the following areas: 
vocabulary, reading, language, word study, and mathematics.1 
Research Design. This study required an ex post facto experimental 
design. Kerlinger defines ex post facto as: 
"... research in which the independent variable has al¬ 
ready occurred and the researcher starts with a dependent 
variable or variables in retrospect for their possible re¬ 
lation to, and effects on the independent variables.2 
In this study, Home Start was the independent variable and associa¬ 
tive parental behavior and achievement were the dependent variables. 
Sampling Procedure. A stratified random sampling procedure was em¬ 
ployed in this study. It is defined by Kerlinger as: 
" . . .a sample obtained by dividing the entire popu¬ 
lation into categories or strata according to factors 
and sampling proportionately and independently from 
each category or within a category, usually being ac¬ 
complished randomly."3 
In order to test the three hypotheses, four groups were formed con¬ 
sisting of mother-child dyads. Two experimental groups consisted of Home 
^A. N. Hieronoymus, et al., Iowa Test of Basic Skills (Atlanta, 
Georgia: Houghton Mifflin Company, 1978), p. 83. 
2 
Kerlinger, Behavioral Research, p. 81. 
3 
Kerlinger, Foundations in Research, p. 83. 
16 
Start mother-child dyads (EG^ and EG2) and the two control groups con¬ 
sisted of Non-Home Start mother-child dyads (CG^ and CG2). 
Individual children in the experimental and control groups were 
matched on the following criteria at each grade level: 
Sex: Each pair consisted of two members of 





All subjects were Black Americans. 
The minimum difference in ages of each 
pair did not exceed six months. 
All subjects attended the same Title I 
school within the selected urban community. 
All subjects lived in the same public 
housing community. 
Socio-Economic 
Status : The socio-economic status of the subjects 
was approximately the same as measured by: 
residency in public housing; current reci¬ 
pients of Aid to Families with Dependent 
Children (AFDC); and active participants 
in Free Lunch Programs in the Title I 
school within the community. 
It was assumed by the researcher that factors of sex, age, ethnic 
background, school, residence, and socio-economic status provided an accu¬ 
rate method of matching the two groups of children enrolled in grades one 
through four in this study. 
Sample. The subjects selected for this study were one hundred sixty 
(160) economically disadvantaged parents and their children. The treat¬ 
ment groups participated in a Home Start program during the period, 1973- 
1978, for a minimum tenure of six months. 
The subjects lived in an urban public housing community in an iso¬ 
lated northwest section of Atlanta, Georgia. The community of five 
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thousand (5,000) residents is characterized by low employability, high 
crime rates, low achievement levels, and a general atmosphere of apathy 
and hopelessness. 
To quality for the Home Start program, parents were required to be 
current recipients of Aid to Families with Dependent Children (AFDC), 
heads of households, residents of the Perry Homes Public Housing Commu¬ 
nity, unemployed, and willing to actively participate in the preschool 
program voluntarily on consistent schedules established by the Atlanta 
Public Schools. 
After eligibility was established by the program Social Worker, a 
trained Home Teacher was assigned to the family to provide specific 
structure related to the goals of the program. Subsidiary goals included 
improving the health, nutrition, and socio-emotional development of par¬ 
ticipants. The primary emphasis, however, was upon helping mothers learn 
and develop skills required for enhancing the educational development of 
their children. 
Parents and their children were referred to the program by the De¬ 
partment of Family and Children's Service, Grady Memorial Hospital, 
Atlanta Public Schools, Division of Pupil Services, Home Teachers, and par¬ 
ticipating parents, themselves. 
Over the past five years, attrition within the program has been less 
than 20 percent and less than 5 percent within the broader community. 
The mean age of the child subjects of study for both groups is 7.5. 
They are enrolled in Title I schools within the community in grades one 
through four. 
Data Collection Procedures. Two sets of data will be collected for 
this study as follows: 
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1. Associative Parental Behavior Data. These data will be col¬ 
lected in the home environment of experimental and control 
group parents using the Associative Parental Behavior Interview 
Schedule (APBIS). 
2. Achievement Data. These data will be collected retrospectively 
from the Atlanta Public Schools, Division of Research and Evalu¬ 
ation, for experimental and control group children enrolled in 
first, second, third, and fourth grades using scores from the 
Iowa Tests of Basic Skills (ITBS). 
Data collected from the Associative Parental Behavior Inventory and 
the Iowa Tests of Basic Skills (Reading Comprehension and Mathematic 
Concepts) will provide appropriate references for determining if rela¬ 
tionships exist between these variables. 
Assumptions. The following assumptions are inherent in this study: 
1. Parent training is a comprehensive learning experience which 
teaches parents to examine their behaviors as they affect the 
child. 
2. Attitudes toward learning are learned primarily at home, thus, 
the home is a central learning place. 
3. Parents actively involved in the education of their children 
will continue to enhance their children's growth and develop¬ 
ment after the program ends. 
4. Families or parents who do not have the time, energy, or will 
to participate in a parent training program will not benefit 
from a program that places the responsibility on parents for 
promoting interactions with their children. 
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5. Parent education is important if the child plans to benefit 
academically from a compensatory preschool program, although 
there may be no immediate effect on the child. A parent 
program does, however, appear to enhance the mothers' percep¬ 
tion of themselves as educators of their children and as 
individuals capable of independent thought. 
CHAPTER II 
REVIEW OF RELATED LITERATURE AND RESEARCH 
INTRODUCTION 
Every society and every social group within it educates, trains, and 
socializes its children in terms of the evolving needs of its socio¬ 
economic system and culture. Consequently, the institutions concerned 
with these developmental processes remain intimately tied to societal 
needs. In a time of rapid change, however, the lag between the needs of 
the emergent new forms and the capability of the societal institutions 
to change in tandem to meet those needs results in the turbulence now 
evident within our society and around the world. 
It was within this broad secular frame that the history of parent 
training in early childhood education premises can be viewed. In a 
simpler time, it was not necessary to educate or train most adults to 
function at a relatively high level of skill or abstraction. Today, the 
symptoms evident in American society reflect the inevitable requirement 
1 
that children receive adequate, relevant and appropriate education. 
The White House Conference on Children and Youth served to alert the 
American public to the problems facing the American family unit as the 
educational delivery system for the child: 
" . . .In today's world, parents of all types too often 
find themselves at the mercy of a society which imposes 
J. Allen, Educational Research in the United States (Washington, 
D. C.: Government Printing Office, Department of Health, Education and 
Welfare, 1977), pp. 99-101. 
20 
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pressures and priorities that allow neither time nor 
place for meaningful activities involving children 
and adults, which downgrades the role of parents and 
the functions of parenthood and which prevents the 
parent from doing the things he wants to do as guide, 
friend, and companion to their children ... we are 
experiencing a breakdown in the process of making 
human beings human ... by setting our priorities 
elsewhere, by claiming one set of rules while pursu¬ 
ing another, we leave our children bereft of standards ^ 
and support, and our lives corrupted and impoverished." 
In a review of the literature concerning parent training for econo¬ 
mically disadvantaged parents and their children, it was found that 
information related to the variables identified in this study were limited 
due to conflicting conceptions of the processes by which social class in¬ 
fluences parental behavior and the processes by which parental behavior 
produces educational out canes. Moreover, methodological problems, asso¬ 
ciated with difficulties in measuring young children’s learning behavior 
was apparent. 
The literature was reviewed in the following areas: 
1. Specific Principles and Theories Underlying Parental Influence 
on Educational Outcomes and Parent Training 
2. Focus of Parent Training 
3. Effectiveness of Parent Training for Economically Disadvantaged 
Parents 
Principles and Theories Underlying Parental Influence on Educational 
Outcomes and Parent Training. The traditional source of a child's early 
education has been the home and the family. Over the centuries, there 
were educators who viewed human development as a continuous process from 
White House Conference on Children and Youth, Report to the U. S. 
Commissioner of Education: Recommendations on Parent/Early Childhood Edu¬ 
cation (Washington, D.C.: U. S. Government Printing Office, 1977), p. 10. 
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birth onward, requiring more formal training for optimal development. 
They spoke of the importance of the earliest years of life and felt that 
early training was essential to the child's later development. To begin 
a child's education later, they believed, was to miss a valuable oppor¬ 
tunity. 
The rights of children to an opportunity for educational experiences 
which will enable them to develop whatever talents they might have to 
function more adequately and productively in their adult life are not 
taken for granted in an adult-centered society. Apparently, these rights 
and validity of claims for their potential benefit of exposure to educa¬ 
tional experience early in life have to be demonstrated repeatedly in 
order to turn the observations of Locke and Rousseau into a viable insti- 
1 
tution m our society. 
The essays on early education by Locke and Rousseau has an enormous 
impact upon present versions of early education and parent involvement. 
Locke's empirical views on the foundations of knowledge and the associa- 
tional theory of learning have long been considered the historical basis 
for adult-centered approaches to early childhood education. The orienta¬ 
tion based upon Locke's theory suggests that the child is an immature 
organism who must be taught skills and values of the adult culture. 
2 
According to Locke, rewards, punishment, and other consequences of be¬ 
havior were stipulated to be used as the major incentive and condition 
of reinforcement in the educational process. He emphasized the need for 
^E. Kuno Beller, "Impact of Education of Disadvantaged Children," 
Social Issues 24 (March 1976), p. 75. 
2 
E. R. Hilgard and G. H. Bower, Theories of Learning (New Jersey: 
Prentice-Hall, Inc., 1975), pp. 45-46. 
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individualizing programs by adapting them to early mental inclinations 
of each child. 
Rousseau believed that a child's thoughts were made up of images 
and not ideas. As a consequence, these formulations were historical 
forerunners to insights of sensory motor development that proposed impli¬ 
cit directions for the conduct and teaching behaviors of adults who pro¬ 
vided early training for the young child. 
2 
Pestalozzi, Frobel, and Montessori proposed theories relative to 
who should train the child, the arrangement of the environment, appro¬ 
priate learning materials, and the importance of the support of the 'nutu- 
ring one.' Frobel's attention on the preschool child and the training of 
poor, young single women to teach young children were contributions of 
lasting importance. 
3 
Following the same intellectual tradition, McMillan and Montessori 
focused their efforts on improving the performance of economically poor 
families by providing an enriched and structured learning environment. 
They can be considered among the progenitors of programs which reflect 
special concerns for economically disadvantaged families and their child¬ 
ren. 
Piajet theorized that the child should act upon his environment, 
allowing the intellect to organize its own structure by virtue of experi¬ 
ence with objects, space, causality, time, and interrelationships. The 
1 
E. R. Hilgard and G. H. Bower, Theories of Learning, p. 52. 
2 
Ibid., p. 61. 
3 
Ellis D. Evans, Contemporary Influence in Early Childhood Education 
(Atlanta, Georgia: Holt, Rhinehart & Winston, Inc., 1975), p. 43. 
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American discovery of this work witnessed an upsurge in early childhood 
training programs. Parents began to expect trained educators to assume 
full responsibility for directing the early training of their young 
children. Other parents, because of their proximity to parents with simi¬ 
lar educational backgrounds and child needs, began to consider the effi¬ 
cacy of cooperative child care programs where they (the parents) would be 
responsible for the total range of services provided. The theories un¬ 
derlying these programs were based upon the electic approach to early 
education, but the pragmatic concepts of Rousseau and Dewey permeated 
daily activities.'*' 
The salient theoretical considerations that underly parent training 
programs now include the belief that in the modifiability and flexibility 
of human intelligence and human-functioning; the significance of the early 
years of life in a child's development, which may or may not involve the 
critical periods; and the importance of environmental quality in determi- 
2 
ning the child's affective and learning modes. 
However, the dominant view regarding human intelligence that pre¬ 
vailed until very recent times was that it was genetically determined and 
fixed and that, through a natural process of maturation, it would achieve 
its predetermined level. There were early skeptics who tested this view. 
Among these were Skeels, Hebb, Hunt, Bloom and others. Interwoven within 
the following descriptions are the major theoretical formulations that 
undergird parent training programs for preschool children. 
"'"Ibid., p. 44. 
2 
B. S. Bloom, Stability and Change in Human Characteristics, pg. 99. 
25 
In a period when intelligence was thought to be genetically deter¬ 
mined and not subject to modification, Skeel and Dye's'1' classic study 
2 
and its follow-up twenty-one years later, represent dramatic examples of 
the effect of environment on intellectual capacity and competence. His 
experimental group consisted of 13 children, aged 19 months with a mean 
IQ of 64, who lived in an orphanage. The contrast group of 12 children 
had a near-normal mean IQ of 87 at seven months of age. The experimen¬ 
tal children were moved out of the orphanage to a home for the mentally 
retarded and cared for by mentally retarded patients. These mentally re¬ 
tarded "mothers" gave them a good deal of affection, attention, and train¬ 
ing and took great pride in the children's progress. By contrast, the 
other group remained in the overcrowded orphanage and received minimum 
attention from the staff. Two years later, the experimental group had 
gained 28 IQ points and the controls had lost about the same amount. Ele¬ 
ven of the expérimentais were placed in adoptive homes. In a follow-up 
study twenty-one years later, the groups still showed dramatic differ¬ 
ences: the expérimentais had completed a median of 12 years of schooling, 
with four of them having attended college and one having received his de¬ 
gree, as opposed to a median of only 4 years of schooling on the part of 
the controls. All expérimentais were self-supporting whereas, in the con¬ 
trol group, four were institutionalized and unemployed and most of the 
others were employed in menial jobs. Although questions can be raised 
Hi. M. Skeels, "A Study of the Effects of Differential Stimulation 
in Mentally Retarded Children," Proceedings and Addresses of the American 
Association on Mental Deficiency 44 (1939): 114-115. 
Hi. M. Skeels, "Adult Status of Children with Contrasting Early Life 
Experiences," Monographs of the Society for Research in Child Develop¬ 
ment 31 (1966): 105-107. 
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about the rigor of the experiment, the dramatically divergent results 
suggest rather strongly the enduring effects of early emotional interven¬ 
tion. Apparently, the warmth, close attention, and care that the men¬ 
tally retarded women gave the experimental children, coupled with their 
subsequent placement in foster homes, represented a sustained interven¬ 
tion that resulted in lives of competence and relative autonomy. 
1 
Hunt's classic work on Intelligence and Experience appeared in 1961. 
Hunt had inferred from the accumulating evidence from both animal and 
human studies that the development of intelligence is based on the inter¬ 
action between genetic potential and the nature and quality of environmen¬ 
tal circumstances. He mentions these studies among others: 1) the work 
of Johannsen (1909) who distinguished between the genotype and the pheno¬ 
type as a product of genetic endowment and circumstances experienced; 
2) animal studies that have revealed that the structural and chemical de¬ 
velopment of the brain and the animal's learning ability both seem to be 
affected by the quality of the early environment; 3) human infant studies 
that appeared to reduce the time of appearance of such behaviors as eye- 
hand coordination and blink-response as the result of a more stimulating 
environment; 4) the concept of the hierarchial nature of intelligence that 
indicates that life circumstance has a highly significant impact on tested 
intelligence. 
2 
Bloom's conclusions that the rate of development, particularly in¬ 
tellectual development, is greater in the early years of life and reaches 
^J. McV. Hunt, Intelligence and Experience (New York: The Ronald 
Press Co., 1961), pp. 94-95. 
2 
B. S. Bloom, Stability and Change in Human Characteristics, p. 98. 
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relative stability by age 12, and that it is most easily modified during 
the period of its most active growth credence to the belief that early 
intervention may produce desirable results. This is consistent with 
Hunt's'*" earlier observation that a variety of investigations indicate 
that the longer an organism lives in a given set of circumstances, the 
more difficult it is to alter their influence either on its developing 
anatomy or on its behavior modes. The issue of critical periods in human 
development has not been established. However, Bloom and Hunt, and Freud 
before them, appear to agree that there is an optimum time of development 
on many dimensions and that is the early years of life. 
2 
Moreover, Bloom identified 13 factors in a small child's environ¬ 
ment that are related to intellectual growth. These factors encourage 
parents' expectations of children's success, the rewards they offer, the 
exposure of the child to stimulating learning experiences, the development 
of language through family conversation and the place of books, magazines, 
pens, and pencils in daily life. 
3 
Wolf's study is one of the most comprehensive, and apparently suc¬ 
cessful attempts to relate parental influence to intellectual performance 
of children. He used data obtained from sixty fifth grade students and 
from interviews with their mothers. Those aspects of the home environment 
which were considered most relevant to the development of general intelli¬ 
gence were incorporated as items in an interview schedule of 63 questions. 
"*\J. McV. Hunt, p. 110. 
2 
B. S. Bloom, Stability and Change in Human Characteristics, p. 100. 
^R. M. Wolf, Environmental Process Variables Related to Intelligence, 
pp. 99-100. ' ~    
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The items were then used as a basis for ratings on 13 scales designated 
as Environmental Process Characteristics. The correlation of the total 
scores (which was the sunmation of 13 scale scores) and the child's IQ 
score was a striking 69. Of particular interest are the individual cor¬ 
relations of the 13 scales with the intelligence test score. The best 
relations were found for those scales dealing with the parents * intellec¬ 
tual expectations for the child, the amount of information that the 
mother had about the child's intellectual development, the opportunities 
for enlarging the child's vocabulary, the parents' own aspirations, paren¬ 
tal concern for academic achievement, the extent to which the parents 
created situations for learning in the home, and the extent of assistance 
given in learning situations related to school and non-school activities. 
Dave,'*' using the same 63 item interview schedule as Wolf and the 
same data, categorized the scales into five Environmental Process Varia¬ 
bles that could be grouped to form an Index of Educational Environment. 
The correlation of this overall Index with an Educational Achievement 
Scale (composed of such areas as word knowledge, spelling, reading, and 
arithmetic computation was found to be .80). The findings from these 
two studies are impressive as indications of parental influence on intel¬ 
lectual development. 
Dimensions of parental behavior that are less cognitive level have 
also been examined in recent years. These behaviors include maternal 
nuturance and support in the preschool years, familial warmth and close¬ 
ness, types of discipline, attitudes toward authority, and authority 
structure of the home, but they have been done so with the presumption 
■*~R. H. Dave, Environmental Process Variables Related to Achievement, 
pp. 99-100. 
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that these dimensions are linked to the child's cognitive development 
(Crandall,'*' Hess and Shipman,^ Strodtbeck,^ Haggard,^ and Wolf' ). These 
studies of course, indicate sharp contrasts in parent/child interaction 
patterns which seem to affect children's learning styles, school attain¬ 
ment, and general congitive and educational development. These con¬ 
trasts appear most vivid along social class lines, usually favoring the 
middle class child for whatever reason. 
In addition, the specificity in discussions of linkages between 
parental behavior and educational outcomes has varied markedly. Wolf 
for example, has proposed two quite different, although closely related, 
sets of home influences, one that is presumed to influence school achieve¬ 
ment, and the other is presumed to influence general intelligence. In 
contrast, other formulations are less specific. In seme, the linkage 
mechanism is seen as a form of modeling or imitation, as in language 
learning where the child is assumed to develop language patterns similar 
to those of the mother. In others, processes underlying such modeling or 
1 
Virginia Crandall, "Maternal Reactions and the Development of In¬ 
dependence and Achievement Behavior in Young Children," Child Development 
31 (1960): 243-251. 
2 
Robert D. Hess and Virginia C. Shipman, "Maternal Attitudes Toward 
the School and the Role of the Pupil: Sane Social Class Comparisons," in 
Developing Programs for the Educationally Disadvantaged, ed. A. Harry 
Passow (New York: Teachers College Press, 1970), p. 38. 
"Vred L. Strodtbeck, "The Hidden Curriculum in the Middle Class Hone," 
in Education of the Disadvantaged, ed. A. H. Passow, Miriam Goldberg, and 
Abraham Tannenbaum (New York: Holt, Rinehart and Winston, 1967), p. 258. 
4 
E. A. Haggard, "Socialization, Personality and Achievement in Gifted 
Children," School Review 30 (Winter 1977): 314-318. 
5Wolf, Identification and Measurement, pp. 102-103. 
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imitation are proposed, for example, the way in which language becomes an 
expression of status within the family and its relationship to the au¬ 
thority structure of the household.^ Still other formulations see the 
linkage as occurring through certain more general personality orienta¬ 
tions . In one study, a warm and nurturant relationship between the 
parent and the child is a source of educational achievement, the impli¬ 
cation being that a positive parental environment is the source of self- 
2 
confidence which in turn leads to achievement. 
Where the literature has been concerned with the educational prob¬ 
lems of the poor or the disadvantaged, it has tended to be deficit- 
oriented. Passow's reminder notwithstanding, that one should look for 
"differences," not "deficits" in considering the nature of familial edu- 
3 
cation among the disadvantaged. Most often, the emphasis has tended to 
be negative. Thus, studies have pointed to the lack of verbal facility 
in lower-class mothers and their failure to phrase statements to their 
children in terms that include a concept of "why"; to the use of arbitrary- 
authority in the lower-class home and the consequent absence of praise, 
4 
positive models and reasoning, to the employment of physical punishment 
that reduces the necessity for cognitive mediation in impulse control,^ 
^Strodtbeck, "The Hidden Curriculum,” p. 259. 
2 
B. C. Rosen and R. D'Andrade, "The Psychological Origin of Achieve¬ 
ment Motivation," Sociometry 22 (1959): 187-219. 
3 
A. H. Passow, "Early Childhood and Compensatory Education," in 
Reaching the Disadvantaged Learner, ed. A. Harry Passow (New York: 
Teacher's College Press, 1970), p. 38. 
4 




to the lack of response to children's questions; and to the absence of a 
variety of objects, utensils, pictures, etc., that require labeling and 
2 
serve as referents, for language acquisition in the middle-class home. 
In search for educational deficits, stereotypes occasionally in- 
3 
trude. Smith pointed to the problems of households in which there is 
little or no routine, in which . . ."parents seldom, if ever, read any¬ 
thing for enjoyment—except to manifest loving care for automobiles, pets, 
4 
furniture, or sports equipment." Similarly, Eisenberg remarked that 
disadvantaged parents can't watch over their children in the manner 
middle-class parents watch over theirs. One need not assert the kind of 
relativism that ends up denying the educational problems associated with 
poverty and discrimination to point out that at times, particulary when 
it derives from stereotyped views, the emphasis on deficits may hamper a 
a fuller understanding of the family. The premise of cultural depriva- 
tion has been characterized by Clark^ as a "self-fulfilling prophecy" of 
academic failure, and by Ryan as a "savage" illustration of the reality 
J. McVicker Hunt, "The Psychological Basis for Using Preschool En¬ 
richment as an Antidote for Cultural Deprivation," In Ibid., p. 203. 
2 
David P. Ausubel, "How Reversible are the Cognitive and Motivational 
Effects of Cultural Deprivation? Implications for Teaching the Culturally 
Deprived Child," Urban Education 1 (Summer 1964): 23-24. 
^Mildred Beatty Smith, "School and Home: Emphasis on Achievement," in 
Developing Programs for the Educationally Disadvantaged, ed. A. Harry 
Passow (New York: Teachers College Press , 1968), p. 92. 
^Lecn Eisenberg, "Strengths of the Inner City," ed. Passow, Goldberg 
and Tarmenbaum, Education of the Disadvantaged, p. 81. 
^Kenneth B. Clark, Dark Ghetto: Dilenmas of Social Power, (New York: 
Harper & Row, Inc., 1965), p. 95. 
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1 
distorting ideology of "Blaming the Victim." If compensatory education 
is substantially to enhance the academic development of children of the 
poor, it must embrace a more valid and fruitful rationale than is afforded 
by the deprivation hypothesis. 
2 3 4 5 
The recent works of Schaefer, Bronfenbrenner, Karnes, Gordon and 
others reflect the changing attitudes of educators concerning the educa¬ 
tion of the poor. Through various research and experimental studies, 
these educators recognize that while many of the poor homes lack the 
characteristics associated with good learning environments, so do the 
schools. Additionally, that in order to create an effective learning 
environment, it is necessary to bring about a new alignment and a new 
relationship between hone and school—one in which each will move toward 
recognizing the strengths as well as the weaknesses of the other. The 
new relationship would replace the assignment of blame to one institution 
or the other and bridge the split between heme, as child rearer, and 
school, as teacher. 
^William Ryan, Blaming the Victim (New York: Panthem Books, Inc., 
1971), p. 75. 
2 
Earl S. Shaefer, "Learning from Each Other," Child Care Quarterly 1 
(Spring 1977): 229. 
3Urie Bronfenbrenner, "A Sequential Strategy for Early Parent In¬ 
tervention," in The Family as Educator, ed. H. J. Leitcher (New York: 
Teachers College Press, 1974), p. 120. 
*Sferle Karnes, "Involving the Entire Family in Early Childhood Edu¬ 
cation," pp. 25-30. 
■’ira Gordon, "Parent Involvement in Early Education," Child Care 
Quarterly 6 (Spring 1977): 219-220. 
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Shaefer summarizes the following principles from his experiences 
with low-incare families: 
1. Experience with lowest socioeconomic status black families 
shows that the genetic potential is there for higher levels 
of intellectual functioning. The challenge to society is 
to develop it. 
2. The quality of family care, as well as supplementary tutor¬ 
ing, significantly influences early intellectual development 
of young children. The low IQ child in our infant-education 
study typically had a hostile, neglecting, distant mother. 
3. Research suggests that varied, increasingly complex experi¬ 
ence, accompanied by language stimulation, in the context 
of positive parent-child relationships, supports early lang¬ 
uage development and intellectual growth. These early expe¬ 
riences also foster the development of interest and curiosity, 
as well as of task-oriented behavior, all related to later 
reading success. 
4. To maintain and increase levels of intellectual functioning, 
continuing education is essential. 
5. Perhaps above all else there is need for training and expe¬ 
rience in child care. We must prepare parents and future 
parents for their roles as educators. 
6. The task is to strengthen the whole network of relationships 
that foster the development of the child. One of the challen¬ 
ges of the seventies will be to bring fathers back into the 
home-education picture. Our concern must go beyond parent- 
child relationships ; the mother-father relationship is also 
vitally important. 1 
Moreover, Bronfenbrermer, in suomarizing an extensive search of the 
literature concludes: (1) the family seems to be the most effective and 
economical system for fostering and sustaining the child's development. 
Without family involvement, intervention is likely to be unsuccessful, 
and what few effects are achieved are likely to disappear once the inter¬ 
vention is discontinued, (2) ecological intervention is necessary for 
1 
Earl S. Schaefer, "Learning From Each Other," pp. 226-227. 
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millions of disadvantaged families in America—to provide adequate health 
care, nutrition, housing, employment and opportunity, and status for 
parenthood. Even children from severely deprived backgrounds of mothers 
with IQs below seventy or eighty are not doomed to inferiority by unal¬ 
terable constraints either of heredity or environment. But it is certain 
that ecological intervention will require major changes in the institu¬ 
tions of our society; and (3) a long-range intervention program may be 
viewed in terms of five uninterrupted stages: 
1. Preparation for parenthood—child care, nutrition, and 
medical training. 
2. Before children cane—adequate housing, economic security. 
3. The first three years of life—establishment of a child- 
parent relationship of reciprocal interaction centered 
around activities which are challenging to the child; 
hone visits, group meetings to establish the parent as the 
primary agent of intervention. 
4. Ages four through six—exposure to a cognitively oriented 
preschool program along with a continuation of parent in¬ 
tervention. 
5. Ages six through twelve—parental support of the child's 
educational activities at home and at school, parent remains 
primary figure responsible for the child's development as 
a person.1 
From these conclusions, Bronfenbrermer and his proponents have a 
profound faith in the capacity of parents, of whatever background, to en¬ 
able their children to develop into effective and happy human beings, 
once American society is willing to make conditions of life viable and 
humane for all its families. 
^Urie Bronfenbrermer, "Some Principles of Early Intervention," 
Education Digest 40 (February 1975): 17-20. 
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Summary 
Several principles and theories underlying parental influence and 
parent training have been reviewed. A summary of the research supports 
the following claims: 
1. The home produces the first, and most insistent influences 
on intellectual development of preschool aged children. 
2. Parents, particularly mothers, have the strongest, most sig¬ 
nificant influences over children during the formative years. 
Behavioral changes can be affected in the home environment. 
Therefore, mothers, if given necessary information and train¬ 
ing, can play an important role in responding to their child¬ 
ren's early education. 
3. Social class and ethnicity are assumed to influence parental 
behavior. Yet the process by which social class connects 
with school success and success in general, remain a matter 
of controversy. This points to the need for a fuller un¬ 
derstanding of the processes of education in the context of 
multiple and ever-changing relationships within the family. 
4. Parent training is not a panacea for the problems of parents 
in present day society. However, enabling the parent to be¬ 
come a more effective educational change agent can have an 
important contribution to make toward improving the lifestyle 
and general welfare of many parents. 
5. Assumptions concerning the decisive impact of early learning 
are widespread. Although there has been a good deal of de¬ 
bate among behavioral scientists concerning the extent to 
which personality can be modified by later experience, in 
actual studies of parental influence, questions of extent 
and duration are most often set aside. Moreover, the rela¬ 
tionship of parental influence to other modifying influence, 
and the ways in which these are combined over a lifetime of 
an individual remain to be investigated. 
Major Focus of Hone Based Parent Training. Parent training within 
early childhood education practices vary according to the age of the 
1 
children for whom principal benefits are sought. Hone Based programs 
with procedures for hone visitations by trained parent educators is a more 
S. Nedler, Parent Education and Training: Literature Review (Texas: 
Southwest Development Laboratory, 1973), p. 47. 
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advanced form of parent training. It is designed to promote participation 
by parents in the direct and active teaching of their children and to 
bring about enduring change in the home environment. 
1 
According to Pickarts and Fargo, present intervention training 
should focus upon those areas of essential parental teachings that will 
enable parents to generalize learned skills to the child with minimum 
success. These educators believe that the approach must imply that par¬ 
ents possess competencies, a wide variety of parenting skills and a know¬ 
ledge of their child's home behavior which is specific in a way that only 
parents can communicate. They maintain that the essential focus in pro¬ 
viding parent training must emphasize the explicit understanding of the 
behavior, value, and attitudes of two different social institutions, the 
home and the school. Further, that these social institutions delineate 
strategies by which the parent can assist the child's functioning through 
the institutions ' development of mutual trust and respect for each other. 
2 
Pickarts and Fargo believe that training must focus upon the need for 
parents to receive new knowledge about how children learn and how parents 
teach which will help the child to become more academically successful and 
diminish the implication of parental inadequacy, often the basis for par¬ 
ent involvement in the education of young children. As they describe the 
process, the knowledge and strangths of the parents are the basic premise 
of the approach. Thus, the parent is helped to realize how much he al¬ 
ready knows—and this information can be effectively translated to the 
child. 
^E. Pickarts and J. Fargo, Parent Education Toward Parental Compe¬ 
tence (New Jersey: Prentice-Hall, Inc., 1974), pp. 90-91. 
^Ibid., pp. 94-97. 
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Staats^ is a strong advocate of basic education for parenthood. He 
feels that most parents are well-intentioned in their approach to child 
rearing, but too often employ haphazard and psychologically unsound pro¬ 
cedures. The problem he maintains, is that parents have little skill in 
the systematic application of learning principles to children's sociali¬ 
zation. For this lack, parents cannot be faulted. The problem, Staats 
argues, is that our society has nutured a faulty concept of human be¬ 
havior and development: a belief that the development of basic skills 
and abilities for effective problem-solving occurs through psysiological 
maturation (rather than complex learning experiences) and that parents can 
be instrumental in such development only by providing a benevolent en¬ 
vironment. This view supports the belief that parents must be helped to 
assume much of the responsibility for developing the child's "basic be¬ 
havioral repertoire" which he believe is essential to all later learning 
including educational process in the schools. Parents are seen as active 
trainers of children as well as benevolent caretakers. 
2 
Karnes, focused intervention training on mothers as the primary 
intervention agent of infants in an attempt to fore-stall developmental 
deficiencies considered characteristic of disadvantaged children. In this 
effort, mothers met with a parent educator weekly. 
■''A. Staats, Learning, Language and Cognition (New York: Holt, 
Rinehart and Winston, 1968), pp. 74-80. 
2 
M. B. Karnes, et al., At-Hone Instruction by Mothers and Performance 
in the Ameliorative Preschool," in Research and Development Programs on 
Disadvantaged Preschool Children: Final Report, ed. M. B. Karnes 
(Washington, D.C.: U.S. Office of Education, 1969), pp. 205-222. 
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Throughout the literature, as evidenced by Klaus and Gray,^ 
Levenstein,^ Lambie,^ Brcnfenbrenner,^ Shearer,^ and other pioneers in the 
field of early childhood/parent education, the primary focus of parent 
training should be on the parent or the family rather than on the child. 
£ 
In retrospect, Schaefer felt that in his infant education research, 
a number of crucial errors were made. Basically, he felt that he started 
too late and stopped too early. He now feels that education of the child 
in the hone should begin at birth and continue through the school years. 
Another error was that his staff worked directly with the infants in the 
experimental groups. He now feels that the staff should not have been 
working with the children, but with their parents . . . ’’Implicitly, we 
were telling the experimental parents: we are the experts; we have the 
skills and the competence; we will take the responsibility for educating 
your child. The control parents, on the other hand, not having anyone to 
tutor their children, appeared to become, themselves, interest in taking 
Susan Gray and R. A. Klaus, The Early Training Project: Seventh 
Year Report. 
2 
Phyllis Levenstein, "Cognitive Growth of Preschoolers Through Verbal 
Interaction with Mothers,” American Journal of Orthopsychiatry 40 (1970): 
426-32. 
3 
J. R. Lambie and A. S. Honie, "The Family Development Research Pro¬ 
gram for Prenatal, Infant, and Early Childhood Enrichment,” Progress 
Report (New York: Syracuse University College of Human Development, 1973), 
pp. 35-40. 
\frie Brcnf enbrenner, "Is Early Intervention Effective?” 
^Shearer, et al., The Portage Guide, pp. 1-4. 
Earl S. Schaefer, "Learning from Each Other,” Child Care Quarterly 6 
(Spring 1977): 225-227. 
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a more active role in the children's intellectual development." As a 
result of Schaefer's infant education program, he shifted from an empha¬ 
sis upon the need for early education to an emphasis upon the need for 
continuing education. He also moved from a child-centered approach to 
early childhood education to a parent-centered approach. 
Likewise, Gordon feels that the field of early childhood education 
is moving toward a new home-school partnership. She now recognizes that 
children learn in all settings throughout the day and that motivation to 
learn, as well as actual learning success, requires a total living situa¬ 
tion in which parents shift from being silent partners or clients, to 
becoming full partners in the education of their children. 
2 
In Gordon's Follow-Through Program, the major elements of the pro¬ 
gram are: 1) training the mothers (two in each classroom) in the role 
of combined parent-educator and the teacher auxiliary, 2) training the 
teacher in the use of paraprofessional personnel, 3) developing materials 
for family use that take into account not only the school's goals for the 
child, but also, and equally important, the family's expectations, goals, 
life-style, and value system, and 4) involving the policy advisory com¬ 
mittee in all phases of the program. About once a week, each home is 
visited by a paraprofessional parent educator who brings to the home a 
learning task that has been developed in the local community by teachers 
and parent educators. This task reflects both school and hone concerns. 
^Gordon, 'Tarent Involvement in Early Childhood Education," pp. 221- 
2Ibid., p. 223. 
222. 
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Parents are encouraged to visit the school and classroom and to work with 
children in the classroom. They are not regarded as observers or by¬ 
standers, but as people who contribute to the education of all children. 
In this program, through direct focus on the parents, it is ex¬ 
pected that the home and school will change in the direction of greater 
understanding of how children learn, especially in the areas of language 
and cognition; increase understanding of the importance of self-esteem 
and ways to enhance it; better understanding of the mutual concerns for 
the health and well-being of the child and ways to achieve them. The 
progress of such a program requires administrators who accept these 
tenents, who see parents as people to whom they are accountable, who 
discover the power of parent support. The parent education focus in 
this model meets parents ’ needs and thus transcends the earlier notions 
1 
of compensatory education. 
Research indicates that there are additional reasons to focus in¬ 
tervention training on parents: 
1. Parents are the consumers. They pay, either directly or in¬ 
directly, for the program and service their child is receiv¬ 
ing. Many parents are saying they want a voice in what and 
how their child is being taught. Often parent training pro¬ 
grams begin as a result of pressure from parents. They want 
to participate in the teaching of their child, thus it re¬ 
quires that parents be taught how to teach their child.2 
2. Parents, if knowledgeable about the program their child is 
receiving, can be the best advocates for program continuation 
1Ibid., p. 222. 
^H. D. Fredericks, V. Baldwin, and D. Grove, "A Hone-Center Based 
Parent Training Model," in Training Parents to Teach: Four Models, ed. 
J. Grim (North Carolina: Technical Assistance Development Systems, 1974), 
p. 44. 
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and extension. School boards, advisory councils and state 
legislatures throughout the nation have substantially changed 
policy and laws as a direct result of parental advocacy.2 
3. At present, according to government figures there is a defi¬ 
cit of 58,500 teachers to provide services to the nation's 
preschool handicapped population. Certainly, parent training 
programs can and should be developed to help meet this huge 
manpower need.3 
4. Parents know their children better than anyone else, thus 
parents can serve as a vital resource to center or home-based 
staff in the area of functional program objectives for the 
child that will be useful in his own unique environment.14 
5. There has been an acknowledged problem of transferring learn¬ 
ing from the classroom to the home. This occurs because there 
is insufficient and/or ineffective communication between par¬ 
ents and teaching staff. Thus, it is vitally important that 
there is planned consistency between the center's educational 
program and the educational experiences provided by the par¬ 
ents. Without effective parent involvement, the best possible 
program for the child will have little effect.^ 
6. Studies have shown that parent training during the preschool 
was of benefit not only for the target child, but also for 
his siblings.6 This indicates that parents are able to gener¬ 
alize these learned skills thus making them better parent- 
teachers of all their children. 
1 
A. H. Hayden, "A Center Based Parent Training Model," Training 
Parents to Teach: Four Models, p. 100. 
2 
Shearer, et al., The Portage Guide to Home Teaching, p. 2. 
3 
P. Ackerman and J. Moore, "The Delivery of Education Services to 
Preschool Handicapped Children in the United States—The State of the 
Art," paper presented at Conference on Early Intervention for High Risk 
Infants, Chapel Hill, North Carolina: 1974, p. 7. 
4 
Shearer, et al., The Portage Group, p. 3. 
\illie, "Dimensions in Parent Training Programs: An Overview," in 
Training Parents to Teach: Four Models, ed. J. Grim, p. 5. 
6 
Susan W. Gray, "The Visiting Program for Parents of Young Children," 
Child Care Quarterly 6 (Spring 1977): 213-214. 
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7. The training of parents who already are natural reinforcing 
agents, will provide them with the skills necessary to ef¬ 
fectively teach new behaviors and to modify inappropriate 
behaviors that interfere with learning.1 
8. Parent training can greatly enhance the child's rate of 
learning. The center, working with the child without the 
benefit of parental involvement, cannot begin to accomplish 
alone what the staff and parents can accomplish together. 
It has been demonstrated that a systematic program by the 
parent in conjunction with a school program will almost 
double the rate of acquisition of a particular skill.2 
Thus, it appears that one condition necessary for an effective 
early intervention program, whether hone or center based, is an effective 
parent training component that focuses upon the family, rather than the 
child. 
No longer can the parent involvement component be viewed as simply 
a nice adjunct to an early childhood program. In the past, it was the 
unusual program that made efforts to directly involve and train the par¬ 
ents of children being served. Research demonstrates that effective 
parent involvement is, in fact, the main ingredient in a long-term ef¬ 
fective early childhood intervention. In summarizing an extensive sur¬ 
vey of the research literature, Bronfenbrermer states: 
" . . . the involvement of the child's family as an 
active participant is critical to the success of any 
intervention program. Without such family involve¬ 
ment, any effect of intervention . . . appears to 
erode fairly rapidly once the program ends. In con¬ 
trast, the involvement of the parents as partners in 
the enterprise provides an ongoing system which can 
reinforce the effects of the program while it is in op¬ 
eration and help sustain them after the program ends."3 
Shearer, et al., The Portage Guide to Home Teaching, p. 4. 
^Fredricks and Grove, Training Parents to Teach: Four Models, p. 101. 
3 
Bronfenbrermer, Longitudinal Evaluations, p. 55. 
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Moreover, parent education is better than parent substitution and 
parent involvement is better than parent exclusion. Services, needed as 
they are, cannot ignore the vital role of parents in the lives and fu¬ 
tures of their children and parents must be helped to function in ways 
1 
more beneficial to their children. Parents remain the contributing 
2 
factor in determining the future of their children.“ 
Direct training is, therefore, necessary for all income levels. 
3 
Gordon observes that it is a potent force in surburbia as well as in the 
inner city among the poor. The middle-class parent has also been iso¬ 
lated from the school, alienated from his children, and left virtually 
powerless to influence the system. The Florida Parent Education Program 
developed for early childhood and primary education meets these parents' 
needs and thus transcends the earlier notions of compensatory education. 
A summary of research from a review of the literature on The Major 
Focus of Home-Based Parent Training supports the following claims: 
1. The primary focus of parent training should be on the family 
or parent rather than the child. The training of parents 
who are already natural reinforcing agents, will provide them 
with the skills necessary to effectively teach new behaviors 
and to modify inappropriate behaviors that interfere with 
learning. (Lally 1977) 
2. Parent education should help establish a home-school partner¬ 
ship in the educational enterprise that diminishes implications 
'*’Emmy Werner and Ruth Smith, Kavai's Children Cane of Age (Honolulu: 
University Press of Hawaii, 1977), p. 104. 
2 
S. O'Dell, "Training Parents in Behavior Modification: A Review," 
Psychological Bulletin 21 (July 1974): 125. 
3 
Ira J. Gordon, "Learning from Each Other," Child Care Quarterly 6 
(Spring 1977): 219-221. 
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of parental inadequacies. The knowledge and strengths of 
parents are the basic premise of this approach. The parent 
is thereby, helped realize his strengths and this informa¬ 
tion can be effectively translated to the child. 
3. Home-Based Programs have achieved success because they fo¬ 
cused on the on-going mother-child system. The thrust of 
the intervention has not been on individual members of the 
system, but on modifying the interactions between them. 
(Dudzinski, and Peters 1975) 
4. A systematic program by parents in conjunction with a school 
program will almost double the rate of acquisition of a par¬ 
ticular skill. (Fredericks 1974) 
Effectiveness of Hone Based Parent Training Programs. There are 
inherent educational advantages in providing parent training in the home 
environment. These advantages are based on involving the child's first 
and potentially his best teacher, his parents. The following observa¬ 
tions will illustrate this view: 
1) Learning is occurring in the home, the child's natural en¬ 
vironment, therefore, the typical problem of transferring 
back into the home what has been learned in a classrocm or 
clinic does not exist. Additionally, it is more likely 
that learned behaviors will generalize and be maintained if 
the behaviors have been learned in the child's home environ¬ 
ment and taught by the child's natural reinforcing agent— 
his parents. 
2) Another major advantage in utilizing the home-based preci¬ 
sion teaching model is that there is constant and direct 
access to behavior as it occurs naturally. This is more 
likely to result in curriculum goals that will be functional 
for the child within his own unique environment. In fact, 
the differences in cultures, life styles and value systems 
held by the parents are incorporated into curriculum plan¬ 
ning, since the parents are the final determiner of what and 
how their child will be taught. 
3) If instruction occurs in the home there is more opportunity 
for full family participation in the teaching process. 
Father, sibling and extended family involvement becomes a 
realistic and obtainable goal. 
4) There is access to the full range of behaviors, many of 
which could not be targeted for modification within a class¬ 
room, such as temper tantrums which only occur in the home. 
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5) Finally, since the home teacher is working on a one-to-one 
basis with the parents and child, individualization of in¬ 
structional goals for both is an operational reality rather 
than an idealized goal.l 
These observations were based on data resulting from the long tradi¬ 
tion of Home Start Programs for handicapped children and their parents. 
While most of these visits were to the hemes of the blind, deaf, or the 
physically handicapped, more recently (since the mid-sixties), they have 
2 
also included economically disadvantaged families and their children. 
The parent education program at the University of Florida, conducted 
by Gordon, was designed to stimulate cognitive growth in infants aged 3 
to 24 months from indigent black and white families. The program, which 
emphasized warm, interpersonal relationships with the children, centered 
on a Piagetian approach to cognitive stimulation. It also had a language 
stimulation component which was influenced by Bernstein's theory that 
disadvantaged adults use a restricted linguistic code hampering language 
development in their children. Hence, mothers were encouraged to use a 
more elaborate code. 
The 216 children were divided into five groups. One 
experimental group received treatment from three months 
of age until their second birthdays; the second and third 
experimental groups were treated during the first and se¬ 
cond years of the program, respectively. The fourth group 
received a control program which emphasized physical de¬ 
velopment and had a language stimulation component. The 
fifth group received no treatment. A major hypothesis of 
the study predicted that subjects who received experimen¬ 
tal programs would make significantly greater progress than 
would the controls. 
^Marsha Shearer, "A Heme-Based Parent Training Model" in Training 
Parents to Teach: Four Models, ed. J. Grim (Chapel Hill, North Carolina, 
1974), pp. 3-4. 
2 
Levitt and Cohen, "An Analysis of Parent Programs for Handicapped 
and Disadvantaged Children," p. 345. 
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Parent educators were paraprofessionals who received 
a five week training program in child development and in¬ 
terpersonal relationships; role playing, and practice in 
working with both mothers and infants. Parent educators 
visited the home each week, working with parents on spe¬ 
cific stimulation exercises and on more general attitude 
related to engaging the child in play. The parent educator 
refrained from assuming the maternal role herself, and the 
parent learned primarily through imitation. The results 
supported the hypothesis that children who received the ex¬ 
perimental programs would perform better than the controls. 
In her discussion, the author commented that the children 
in all the groups did not get enough opportunity to make 
their own mistakes because mothers were overly eager to 
assist them. She recommends that educators working with 
mothers place greater stress on encouraging curiosity, and 
exploration in children.1 
A pilot study described by Weikart was carried out in connection with 
the Perry Preschool Project at Ypsilanti, a program for black children and 
their parents. 
Thirteen disadvantaged children with a mean IQ of 
78.5 were in a group. A control group was matched for 
socio-economic class and IQ. The curriculum emphasized 
"verbal bombardment." The teacher maintained a steady 
stream of questions and comments aimed at helping children 
attend to pertinent aspects of their environment. Child¬ 
ren were not necessarily required to respond. The inter¬ 
action between the teacher and children was similar to 
that between a middle-class mother and her young child. 
The parent-education aspect of the program was carried 
out through weekly home/visits by teachers. They worked 
directly with the children and demonstrated techniques of 
the child management while the mother was present. There 
were also monthly meetings attended by both parents in 
which child management and other pertinent topics were 
discussed. The program showed significant IQ gains for 
experimental subjects. However, these gains disappeared 
by the end of kindergarten. The superior achievement— 
test scores obtained by experimental subjects lasted 
through second grade. <- 
X 
Ira J. Gordon, Early Child Stimulation Through Parent Education 
(Florida: University of Florida Press, 1969), pp. 127-132. 
2 
David Weikart, et al., Longitudinal Results of the Ypsilanti Perry 
Preschool Project: Final Report (Ypsilanti, Michigan: High/Scope Educa- 
tional Research Foundation, 1970), pp. 84-97. 
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Recent information from the Weikart group concerns the present sta¬ 
tus of children who began as preschoolers during the sixties in the ori¬ 
ginal Perry Preschool Project. Now well into their secondary level of 
schooling, these children as compared to controls have demonstrated con¬ 
sistently superior achievement and grade placement patterns. The range 
of achievement difference first attributed to the preschool program in 
favor of experimental children has either been maintained, or, in some 
cases, increased over the span of ensuing years. Of greater importance 
is the differential social deviancy rate of the Perry Project children. 
As these children have moved into early adolescence, their deviance rate 
is substantially lower, again as compared to controls.^ 
The aim of Levenstein's Verbal Interaction Project was to modify 
the early cognitive experience of disadvantaged young children by parent 
training. 
Children were 2-3 years of age; the majority were 
black. One hundred thirty children were served in a 3- 
year program, most of them in two year periods. The child 
dyad; the use of trained "try demonstrators"; a set of 
Verbal Interaction Stimulation materials consisting of 
toys and books; and supervision of the toy demonstrators 
in such matters as materials selection, presentation of 
materials, and monitoring of home visits. Eight specific 
interaction techniques included: giving information, eli¬ 
citing responses, engaging the child's interest, and de¬ 
scribing toy manipulation. On the basis of pre-post tests, 
the investigator concluded that the subjects had made a 
significant mean IQ gain of 17 points. The significant 
results held up in a follow-up test administered 30 months 
after the pre-test.2 
1 
David Weikart, "Personal Correspondence on Status of Perry Pre¬ 
school Project," October 1973, in Contemporary Influence, ed. Evans, 
pp. 230-231. 
2 
Phyllis Levenstein, "Stimulation of Verbal Interaction Between 
Disadvantaged Mothers and Children," American Journal of Orthopsychiatry 
41 (October 1969): 116-121. 
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Susan Gray found that in a nursery school program in which she 
worked with parents in the early years, significant gains were made by 
children, but over a period of years, after the intervention ended, the 
mean IQ of the experimental group declined ten points. She concluded 
that improved performance results from continued interaction of the in¬ 
fant with his environment—stressing the need for continuing education. 
Moreover, Gray has reported evidence of vertical diffusion down to 
younger siblings who subsequently were bom to the mothers, and horizon- 
1 
tal diffusion through the neighborhood. 
The effectiveness of parent intervention also appears to vary as a 
function of age. Evidence from a number of studies indicates that the 
greatest gains are obtained with two-year olds and tend to be smaller 
with older preschoolers, becoming negligible when children are not en¬ 
rolled until age five. Further support for this conclusion comes from 
2 
Gilmer in an investigation of the effects of home-based intervention on 
siblings of the target child. Results indicated that younger siblings 
of those in the parent intervention groups benefited even more from the 
program than the target children. 
In the same study Gilmer and her colleagues also demonstrated a 
further complexity as a function of age. In addition to looking at ef¬ 
fects on siblings, these investigators compared the relative effective¬ 
ness of group, home, and combined programs with four- and five-year-old 
participants. They found that the group program was most effective 
1 
Gray and Klaus, "The Early Training Project: Seventh Year Report," 
pp. 106-111. 
2 
B. Gilmer, Intervention with Mothers of Young Children: A Study of 
Intra-Family Effects (Nashville, Tennessee: PARCE, 1970), pp. 57-60. 
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initially, but scores rapidly declined after discontinuation of the pro¬ 
gram. The parent intervention groups, while not exhibiting as dramatic 
gains, nevertheless sustained their advantage longer than the group- 
centered children. Thus, although parent intervention did not achieve 
as high gains in the later school period, it appeared to retain its power 
to sustain increases attained by whatever means, including group pro¬ 
grams in preschool settingsS 
Programs that include structure, individualization, a focus on the 
mother-child dyad, major responsibility placed on the parent, motivation 
and a family support system have been successful in enhancing the cogni¬ 
tive and socioemotional growth of children and the changing attitudes 
and behaviors of parents in enduring ways. Children have achieved sub¬ 
stantial IQ gains that are still significant three to five years after 
2 
the termination of intervention. These gains also tend to be cumula¬ 
tive; children continue to improve their scores when enrolled in a pro- 
3 
gram for a second year. Likewise, infants begin attachment earlier and 
4 5 
and it is more lasting. Children are more responsive to people and 
''"Ibid., p. 61. 
2 
Phyllis Levenstein, "VIP Children Reach School Age: The Latest 
Chapter," paper presented at the Biennial Meeting of the Society for 
Research in Child Development, Denver, Colorado, 25 (April 1975). 
3 
Bronfenbrermer, "Is Early Intervention Effective?", p. 84. 
S?. M. Lasater, "The Birmingham Model for Parent Education," paper 
presented at the Biennial Meeting of the Society for Research in Child 
Development, Denver, Colorado, 25 (April 1975), pp. 7-9. 
Sr. R. Lambie and A. S. Honig, "The Family Development Research 
Program," in Preschool in Action, ed. J. R. Carter (Boston: Allyn & 
Bacon, Inc., 1975), pp. 37-39. 
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show greater socioemotional maturity. When they reach school age, 
2 
children have fewer school problems. 
Just as parent-child interaction is a two-way process, there is al¬ 
so a two-way effect. Mothers have shown changes in attitude and behavior 
as well as unintentioned outcomes in skill acquisition. Mothers endorse 
attachments of warm reciprocal relationships between mother and child; 
3 4 they emphasize conmunication and success more; they are more accepting. 
Behaviorally, mothers are more assessible to their children, more sensi¬ 
tive and responsive to their children's requests and signals.^ They are 
warmer, more autonomy granting, and use more reasoning and praisethey 
show richer and increased verbal interaction with their children,'7 and 
g 
provide more appropriate play materials. 
David Weikart and D. Lambie, "Early Enrichment in Infants," in 
Education of the Infant and Young Child, ed. V. Deneberg (New York: 
Academic Press, 1970): 85-108. 
2 
Levenstein, "VIP Children Reach School," p. 101. 
3 
Lasater, "The Birmingham Model," p. 10. 
4 
S. R. Andrews, "The New Orleans Model: Parents as Early Childhood 
Educators," paper presented at the Biennial Meeting of the Society for 
Research in Child Development, Denver, Colorado, 25 (April 1975): p. 10. 
^Lasater, "The Birmingham Model," p. 9. 
^H. Leler, et al., "The Houston Model for Parent Education," paper 
presented at the Biennial Meeting of the Society for Research in Child 
Development, Denver, Colorado, 25 (April 1975), pp. 4-5. 
7j. R. Lambie, et al., "The Family Development Research Program," 
p. 24. 
\aler, et al., p. 8. 
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Mothers have also shown increased concern with their own develop- 
1 
ment. They enroll in high school equivalency and other skill courses; 
2 
they take an interest in community and school affairs ; they open check- 
3 4 
ing and savings accounts; members of the experimental group in Gilmer's 
study even expressed a desire to move out of the low-income housing pro¬ 
ject from which they had been drawn as subjects. In general, mothers 
who participated in the programs gain a sense of environmental mastery. 
They gain confidence in their own abilities and become hopeful instead 
of hopeless. 
Grossman^ attributes the diffusion effects of home-based programs 
(Gray and Klaus 1970) to improved parenting skills of parents. He in¬ 
troduced an added benefit of home-based programs, although no empirical 
evidence exists to support his contention: that the emotional strains 
frequently reported in the siblings of retarded or handicapped children 
will be greatly reduced. 
£ 
Smith demonstrated that parent involvement, in a slightly different 
form, continues to be effective through the sixth grade. Her project 
^Lambie, pp. 21-22. 
^M. B. Karnes, et al., "The Impact of Hone and School Instruction in 
the Ameliorative Preschool," p. 223. 
3 
B. Gilmer, Intervention with Mothers and Young Children: A Study 
of Intra-Family Effects, pp. 64-65. 
^Tbid., p. 69. 
F. K. Grossman, Brothers and Sisters of Retarded Children (New York: 
Syracuse University Press, 1974), p. 46. 
6 
Smith, "School and Home: Focus on Achievement," ed., pp. 92-93. 
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included 1,000 children frail low-incane housing projects, most of them 
black. Smith asked parents to support the child's educational activities 
without being actively involved in teaching, as in the preschool pro¬ 
grams. Support consisted of such things as insuring household quiet dur¬ 
ing homework time, reading books themselves in the presence of children, 
and listening to children read. This program produced significant gains 
in scores on reading achievement in both the second and fifth grades. 
Once again the family emerges as the system which sustains and facilitates 
development, spurred by educational experience outside the home. These 
findings, however, do not displace the conclusion that the optimum time 
for parent intervention is in the first three years of life. 
The Portage Project in Wisconsin used a behavior modification ap¬ 
proach for multiply handicapped children and their mothers in rural areas 
of Wisconsin and urban areas of Wisconsin. The children ranged from 0-6 
years of age. During the first year of the project, an initial 3-month 
period was devoted to pre-service training of professional heme trainers ; 
topics included orientation to the project and training in assessment 
techniques and precisian teaching. The home trainers also attended a 
university extension course which focused on learning theory, child de¬ 
velopment, evaluation, and parent training. They continued to receive 
in-service training after the inception of the program. The curriculum 
was based on a set of over 350 curriculun cards devised by the staff and 
designed to accompany a checklist of desired skills. Each card described 
one of these skills in behavioral terms, then outlined teaching techniques 
and materials needed to implement it. Home trainers visited the homes 
weekly to work with the child and mother. The professionals who assumed 
this role were supplemented by several paraprofessionals during the second 
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year. The heme trainer reviewed the results of the previous week's pre¬ 
scription to be carried out during the week. The parent then modeled 
the activity in the presence of the home trainer, who also guided the 
mother in recording and reporting procedures. At the end of the first 
year, the children were evaluated on the basis of Stanford-Binet and the 
Alpem Boll Development Profile. Results of this project, led the author 
to conclude that the average child had progressed 13 months over an 8- 
month period.^ 
The Portage Model is a home-based program that has been in operation 
since 1969. Originally intended to serve preschool handicapped children 
in a rural area, the Portage Model, implemented in other locales through¬ 
out the United States, has been demonstrated to be viable irrespective 
of geography, administrative structure or type of child served. This 
model has been selected nationally as one of the eight exemplary pre- 
2 
school programs for the handicapped. 
The Portage Model centers on a hone teacher who trains parents to 
become more effective teachers of their own children by training parents 
how to target appropriate teaching tasks, how to best present them, and 
how to record and assess their child's performance in order to continual¬ 
ly modify teaching goals and procedures to meet each child's individual 
needs. 
The basic operational premises of the Portage Model, as they relate 
to parents are: 
'''Smith, "School and Home: Focus on Achievement," ed., pp. 92-93. 
2 
Exemplary Programs for the Handicapped, Vol. 2. (ABT Associates: 
ERIC Document Reproduction Service, ED 079 890, 1972), p. 30. 
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1) Parents care about their children and want them to attain 
their maximum potential, however great or limited that 
potential may be. 
2) Parents can, with instruction, modeling, and reinforcement, 
learn to be more effective teachers of their own children. 
3) The socio-economic and educational or intellectual levels 
of the parents do not determine either their willingness 
to teach their children or the extent of gains the children 
will attain as a result of parental instruction. 
4) The precision teaching method is the preferred learning 
model since feedback is provided daily to parents and weekly 
to staff, thereby reinforcing both when goals are met. More¬ 
over, the method provides a continual data base for curricu¬ 
lum modification thus maximizing the likelihood of success 
for parents and children.1 
2 
Karnes program paid parents while they were being trained to teach 
their young children. Fifteen children aged 3-4 years of age were in¬ 
volved in the study, while another 15 children acting as controls. 
Teachers conducted the parent-education programs in weekly meetings and 
bi-weekly home visits. There were 11 weekly meetings with three teach¬ 
ers, each of whan worked with five mothers. Mothers were aided in making 
educational materials, using objects commonly found around the house. 
They were taught songs and finger plays and were permitted to borrow 
books and toys. A major emphasis was language development, including 
labeling, generalization, and use of correct grammar. Teachers also 
visited each home at 2-week intervals to demonstrate teaching techniques 
and to evaluate activities the mother was using with the child. Post¬ 
tests at the conclusion of the program indicated that the experimental 
1 Shearer, et al., The Portage Guide, P- 1. 
“TVferle B. Karnes, "An Approach for Working with Mothers of Disad¬ 
vantaged Preschool Children," Journal of Special Education (Winter 1975): 
355. 
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group made significant gains on the Stanford-Binet and on three subtests 
of the ITBA, whereas the controls did not. 
Several related studies from abroad have confirmed developing views 
about the importance and effectiveness of the family's role in early 
education. 
Douglas^- reported research on a national sample of 5,000 children 
in England, Scotland and Wales. His conclusion was that the quality of 
parental involvement in a child's education had four times as much in¬ 
fluence on test scores at eleven years of age as did the quality of 
school attended. 
A longitudinal study by another Englishman, T. Moore, sought to 
correlate measures of the quality of children's heme environments at two 
and a half years of age with their IQ scores at ages three and eight, and 
with their reading success at age seven. He sent investigators into the 
home to quantify such factors as the amount and nature of verbal inter¬ 
action between parent and child; the extent to which conversations were 
encouraged and participated in by the parents ; the kinds of toys, books, 
and experiences provided. Even when social class was statistically con¬ 
trolled as a value, he still found a high correlation—suggesting that 
the key to improving reading skills may not so much lie in what happens 
1 
J. W. Douglas, The Home and the School: A Study of Ability and 




in school as in what happens in the family. Coleman's Educational Pro¬ 
duction Function Study also supports this view. 
Similar data were obtained by Rupp in a study conducted in the 
Netherlands. Again focusing on the cultural-pedagogical atmosphere of 
the home and concentrating on the lowest socio-economic group, he found 
that variations in the home milieu—the extent to which parents talked 
with the child, played games with him, felt themselves effective educa- 
3 
tors—were highly related to reading success. 
4 
Most recently, Lazar, Hubbell, Murray, Rosche and Royce completed 
the first long-term follow-up study of Headstart and Home Start Programs 
that were initiated in the early 1960's and 1970's. The group became 
known as the Consortium on Developmental Continuity. Five Home Start 
Programs and directors were included in the study (Gordon, Gray, 
Levenstein, Weikart and Karnes). 
The positive effects of early education on the general intellectual 
functioning of children at post-test time and for one, two, and possibly 
three years following intervention have been confirmed. Also, special 
^T. Moore, "Language and Intelligence: A Longitudinal Study of the 
First 8 Years," Human Development 11 (1968): 88-106. 
2 
James S. Coleman, Equality of Educational Opportunity (Washington, 
D.C.: U.S. Office of Education, 1966), p. 89. 
3 
J. C. Rupp, Helping the Child Cope with the School: A Study of the 
Importance of Parent-Child Relationships with Regard to Elementary School 
Success (Grcniegen, England: Wolters-Noordhoff, Inc., 1969), pp. 142- 
147. 
^1. Lazar, V. R. Hubbell, H. Murray, M. Roesche, and J. Royce, A 
Long-Term Follow-up of Fourteen Infant and Preschool Experiments (NewYork: 
Community Service Laboratory, New York State of Human Ecology, Cornell 
University, 1978), pp. 69-76. 
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education placement, and possibly grade retention, is less likely to be 
the fate of program children compared with control children. In retro¬ 
spect, the parents of the program children overwhelmingly state that 
programs were good for their children, and the children themselves re¬ 
port that they are doing well in school compared with reports from con¬ 
trol children. 
Lazar contends that the picture is hopeful, but there is still much 
to be done with the Consortium data. All of the projects have not yet 
been fully analyzed. Additional analyses of the available data are re¬ 
quired for a more refined assessment of program outcomes. 
The Consortium Study is the first truly long-term follow-up of 
children who participated in early education programs of the 1960's. 
The data from it warrants continued follow-up beyond the public school 
years of children and parents who participated in the Consortium pro¬ 
jects, and long-term follow-up of children from other similar projects. 
Summary 
Effectiveness of Parent Training Programs have been reviewed. The 
following conclusions are made: 
1. Parent education is important if the child plans to benefit 
academically from a compensatory preschool program, although 
there may be no immediate effect on the child ... A parent 
program does appear to enhance the mothers' perception of 
themselves as educators of their children and as individuals 
capable of independent thought. 
2. Intervention programs which place major emphasis on involving 
the parent directly in activities fostering the child’s de¬ 
velopment are likely to have constructive inpact at any age, 
but the earlier such activities are begun and the longer 
they are continued, the greater the benefit to the child. 
The family seems to be the most effective and economical sys¬ 
tem for fostering and sustaining the child's development. 
3. 
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Without family involvement, intervention is likely to be 
unsuccessful, and what few effects are achieved are likely 
to disappear once the intervention is discontinued. 
4. Programs that include structure of the learning situation, 
individualization of program activities; focus on the mother- 
child dyad; the hone visitor assuming a secondary role; the 
motivation of the parents ; and the comprehensiveness of the 
family support system, are essential elements that contri¬ 
bute to the effectiveness and success of Home-Based Parent 
Training Programs. Success and effectiveness are measured 
by the cognitive and socio-emotional growth of children and 
in the changing attitudes and behaviors of parents in en¬ 
during ways. 
5. In the early years of life, the key element is the involve¬ 
ment of parent and child in verbal interaction around a 
cognitively challenging task. A second critical feature is 
the mother-child dyad in which the mother not only trains 
the child, but the child trains the mother. A third fea¬ 
ture is the existence of a mutual and enduring emotional 
attachment between mother and child. It is capitalizing on 
each of these elements simultaneously that parent training 
achieves its effectiveness and sustaining power. 
6. Parent training influences the attitudes and behaviors of 
the mother not only toward the child, but in relation to 
herself as a person capable of improving her personal de¬ 
velopment . 
7. Parent training is of benefit not only to the target child, 
but also for younger siblings and peer groups within the 
conxnunity (horizontal and vertical diffusion). 
The socioeconomic and educational or intellectual levels of 
parents do not determine either their willingness to teach 
or the extent of gains the children will attain as a result 




This chapter outlines specific methods of analysis consistent with 
the objectives of the study. The study analyzed two areas associated 
with the goals of Heme Start by comparing associative parental behavior 
and achievement performance of Hone Start parents and their children 
with a comparable, randomly selected group of Non-Home Start parents and 
their children to determine: 
1. If Hone Start parents, as a group, differed from Non-Home 
Start parents on associative parental behaviors 
2. If Home Start children, as a group, differed from Non- 
Home Start children in achievement performance 
3. And, to investigate the relationships between associative 
behavior and achievement performance for these groups. 
The original sample (described in Chapter I) consisted of 160 sub¬ 
jects. Eighty Hone Start mother-child dyads comprised two experimental 
groups (EG^ and EG2) and an equal number of Non-Home Start mother-child 
dyads ccmprised two control groups (CG^ and . Attrition within the 
groups was very low (see Sample, Chapter I). Of the original sample, 
150 or 93.75 percent responded. EG^ consisted of 38 Hone Start parents; 
EG2 consisted of 38 Home Start children; CG^ consisted of 37 Non-Hone 
Start parents; and consisted of 37 Non-Home Start children. 
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Analysis of Data Procedure, Part I. The analysis of data proce¬ 
dures for this section relate to the hypothesis below: 
Hypothesis 1 There are no differences between Home Start and Non- 
Home Start parents on associative parental behavior, 
as measured by 10 categories of the Associative 
Parental Behavior Interview Schedule: 
1) Parental Contact with the School 
2) Parental Participation in School and Community 
Activities 
3) Parental Knowledge of the Child 
4) Parental Aspirations for the Child 
5) Parental Acceptance of the Child 
6) Parental Provisions for Language Growth and 
Stimulation in the Home Environment 
7) Parental Permissiveness 
8) Parental Authority Attitudes 
9) Parental Restrictiveness 
10) Parental Self-Development 
11) Composite of the Preceding Components 
The measures of associative parental behavior were analyzed for 
possible differences between the control and experimental groups. The 
chi square technique was employed as the method of analysis. Results of 
the chi square analysis are presented in appropriate tables, one through 
eleven in Chapter IV. 
Data pertaining to the chi square analyses are presented in each 
table. The absolute frequencies for the experimental and control groups 
are given for selected intervals on the parental continuum. These in¬ 
tervals were selected so that an absolute frequency of sufficient size 
would appear in each block or cell in the table. The expected frequency 
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and the column percentage also appear in each cell. Row and column to¬ 
tal frequencies and percentages are also given. The chi square value, 
degrees of freedom and the critical value for the chi square statistic 
appear below each table. 
Significant chi square values are reported at the .001 level of 
significance. 
1 
The Statistical Package for the Social Sciences (SPSS) was used to 
compute the chi square statistic. The program was run on the IBM 370 
Computer, Division of Research and Evaluation, Atlanta Public Schools. 
Home Start parents' responses to the Open-Ended Questionnaire were 
subjectively summarized. 
Analysis of Data, Part II. The analysis of data procedures in this 
section relate to the following hypothesis: 
Hypothesis 2 There are no differences between Home Start children 
and Ncn-Home Start children enrolled in first, 
second, third, and fourth grades as measured by the 
Iowa Tests of Basic Skills: 
1) Reading Comprehension 
2) Mathematic Concepts 
A t-Test analysis was performed to determine differences between 
Heme Start and Non-Home Start children enrolled in first, second, third, 
and fourth grades. The t-values associated with appropriate tables were 
computed and compared to critical t-values at the .05 level of signifi¬ 
cance. Significant t-values were denoted. 
■'‘Norman H. Nie, et al., Statistical Package for the Social Sciences 
(New York: McGraw-Hill, Inc., 1975), pp. 160-165. 
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The Statistical Package for the Social Sciences was used for com¬ 
puting the t-statistic. The program was run on the IBM 370 Computer, 
Division of Research and Evaluation, Atlanta Public Schools. 
Analysis of Data, Part III. The analysis of data procedures in 
this section relates to the following hypothesis: 
Hypothesis 3 There are no relationships between associative par¬ 
ental behavior and pupil achievement for Heme Start 
and Non-Home Start groups. 
A Pearson's r correlation analysis was performed on associative 
parental behavior (ten individual variables and a composite of the in¬ 
dividual variables represented as Variable 11) and achievement data 
(reading comprehension and Mathematic concepts) to determine if relation¬ 
ships existed and to determine the magnitude of these relationships for 
Heme Start and Non-Home Start groups (EG^, CG^, EG2, and CG2). 
Data pertaining to the r analyses are presented in each table. The 
achievement area, grades (one through four), correlations and number of 
subjects appear in the table. Variables are also given. 
Significant r-values were denoted at the .01 and .05 levels of sig¬ 
nificance . 
The Statistical Package for the Social Sciences was used for com¬ 
puting the r statistic. The program was run on the IBM 370 Computer, 
Division of Research and Evaluation, Atlanta Public Schools. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF DATA 
INTRODUCTION 
In this chapter, the analysis and interpretation of data germane to 
this study will be presented. They will be presented in three parts as 
follows : 
I. Associative Parental Behavior Data 
A. Comparison between EG. and CG^ parents 
on associative parental behavior, (75 Subjects of Study, 
Ss) 
B. Summarization of data secured from the Open-Ended 
Questionnaire, (38 Ss) 
II. Comparison between EG„ and CG^ children on achievement 
performance in reading comprehension and mathematic con¬ 
cepts (75 Ss) 
III. Correlation between associative parental behavior and 
achievement performance (150 Ss) 
Analysis of the Data, Part I. A chi square value analysis was per¬ 
formed on data presented in this section. Significant chi square values 
were denoted at the .001 level of significance. 
Hypothesis 1 There are no differences between Hone Start and Non- 
Home Start parents on associative parental behavior, 
as measured by ten categories of the Associative 
Parental Behavior Interview Schedule 
(1) Parental Contact with the School 
(2) Parental Participation in School and Community 
Activities 
(3) Parental Knowledge of the Child 
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(4) Parental Aspirations for the Child 
(5) Parental Acceptance of the Child 
(6) Parental Provisions for Language Stimulation 
and Growth in the Hone Environment 
(7) Parental Permissiveness 
(8) Parental Authority Attitudes 
(9) Parental Restrictiveness 
(10) Parental Self-Development 
(11) Composite of Preceding Components 
Table 1 presents a comparison between EG^ and CG^ parents on par¬ 
ental contact with the school behavior. The analysis of the data in¬ 
dicates that 24 (63.2%,) EG^ had scores falling into the upper interval 
response range denoting the highest degree of contact with the school 
behavior in contrast to 6 (16.2%) of CG^ parents. Likewise, 7 (18.4%,) 
of EG^ parents fell into the middle interval response range denoting the 
second highest degree of contact with the school behavior in contrast to 
24 (64.9%) of CG^ parents. On the other hand, sporadic contact with the 
school (the lowest interval response range) was almost equally shared by 
both groups. 
The analysis of the data indicates that the chi square value is 
significant since the obtained value is greater than the requirement 
for significance at the .001 level of confidence. Therefore, the null 
hypothesis is rejected. EG^ parents, as a group, have greater contact 
with the school than CG^ parents. 
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TABLE 1 
A COMPARISON BETWEEN EG1 AND CG1 PARENTS 




1  Row 
Totals INTERVAL RESPONSES 
1.7 - 2.9 2.0 - 2.2 > 2.3 
(7.1) (15.7) (15.2) 
7 7 24 38 
18.47. 18.47, 63.27, 50.77, 
(6.9) (15.3) (14.8) 
7 24 6 37 
18.97, 64.97, 16.27, 49.37, 
14 31 30 75 
18.77, 41.37, 40.07, 1007, 
Variable Range: 1.7 - 2.8 
)C = 20.112 
df = 2 ? 
Critical Xz value = 13.815 
p .001 
Table 2 presents a comparison between EG^ and CG^ parents on par¬ 
ental participation in school and community activities. The analysis of 
the data indicates that 25 (65.87,) of EG^ parents' scores fell into the 
upper interval response range denoting the highest degree of participa¬ 
tion in school and community activities in contrast to 11 (29.77.) of 
CG^ parents. Similarly, 8 (21.17.) of EG^ parents' scores fell into the 
lower interval response range denoting the lowest level of participa¬ 
tion in school and community activities in contrast to 13 (35.17.) of 
CG^ parents. 
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The analysis of the data in Table 2 indicates that the chi square 
value is significant since the obtained value is greater than the re¬ 
quirement for significance at the .001 level of significance. Therefore, 
the null hypothesis is rejected. EG^ parents, as a group, have a higher 
degree of participation in school and community activities than CG^ par¬ 
ents . 
TABLE 2 
A COMPARISON BETWEEN EG1 AND CG. PARENTS 
ON PARENTAL PARTICIPATION IN ^CHOOL 




Totals INTERVAL RESPONSES 
1.7 - 2.3 2.4 - 2.7 * 2.8 
(10.6) (9.12) (18.2) 
8 5 25 38 
21.17c 13.27c 65.87c 50.77c 
(10.4) (8.8) (17.8) 
13 13 11 37 
35.17c 35.17c 29.7% 49.37c 
21 18 36 75 
28.07c 24.07c 48.07c 100% 
Variable range: 1.7 - 4.0 
X = 10.17895 
df = 2 ? 
Critical A value = 13.815 
p ^ .001 
Table 3 presents a comparison between EG^ and CG^ parents on par¬ 
ental knowledge of the child behaviors. The analysis of the data indi¬ 
cates that 29 (76.3%) of EG^ parents' scores fell into the upper interval 
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response range denoting the highest level of parental knowledge of child 
behaviors in contrast to 2 (5.4%) of CG^ parents. Likewise, 2 (5.3%) 
of EG^ parents' scores fell into the lowest interval response range in 
contrast to 25 (67.6%) of CG^ parents. 
The analysis of the data in Table 3 indicates that the chi square 
value is significant since the obtained value is greater than the re¬ 
quirement for significance at the .001 level of confidence. Therefore, 
the null hypothesis is rejected. EG^ parents, as a group, differ from 
CG^ parents on parental knowledge of the child behaviors. 
TABLE 3 
A COMPARISON BETWEEN EG. AND CG. PARENTS 





Totals INTERVAL RESPONSES 
1.3 - 2.7 2.8 - 3.0 ^ 3.1 
(13.7) (8.6) (15.7) 
2 7 29 38 
5.3% 18.4% 76.3% 50.7% 
(13.3) (8.4) (15.3) 
25 10 2 37 
67.6% 27.0% 5.4% 49.3% 
27 17 31 75 
36.0% 22.7% 41.3% 100% 
Variable range: 1.3 - 4.0 
Xz = 43.63252 
df = 2 ? 
Critical A value = 13.815 
p -4 .001 
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Table 4 presents a comparison between EG^ and CG^ parents on paren¬ 
tal aspiration for the child behaviors. The analysis of the data indi¬ 
cates that 22 ( 57.97,) of EG^ parents' scores fell into the upper interval 
response range denoting the greatest degree of parental knowledge of the 
child behaviors in contrast to 10 (27.0%) of CG^ parents' scores. Likewise, 
ll(28.97o)of EG^ parents' scores fell within the middle interval response 
range in contrast to 5 (13.57,)of CG^ parents. On the lowest intervalre- 
sponse range, denoting the lowest level of parental aspiration, 5(13.27>) 
of EG^ parents responded in contrast to 22 (59.57>)of CG^ parents. 
The analysis of the data in Table 4 indicates that the chi square 
value is significant since the obtained value is greater than the re¬ 
quirement for significance at the .001 level of significance. Therefore, 
the null hypothesis is rejected. EG^ parents, as a group, differ from 
CG^ parents on parental aspirations for the child behaviors. 
Table 5 presents a comparison between EG^ and CG^ parents on paren¬ 
tal acceptance of the child behaviors. The analysis of the data indi¬ 
cates that 17 (44.77.) of EG^ parents had scores falling into the upper 
interval response range, denoting the highest degree of parental accep¬ 
tance of the child behaviors, in contrast to 6 (16.27,) of CG^ parents. 
Similarly, EG^ parents (21.17,) in contrast to CG^ parents (70.37,) had 
scores falling into the lowest interval response range, denoting the 
lowest level of parental acceptance of the child behaviors. 
The data in Table 5 indicates that the chi square value is signifi¬ 
cant since the obtained value is greater than the requirement for signi¬ 
ficance at the .001 level of confidence. Therefore, the null hypothesis 
is rejected. EG^ parents, as a group, differ from CG^ parents on paren¬ 
tal acceptance of the child behaviors. 
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TABLE 4 
A COMPARISON BETWEEN EG, AND CG. PARENTAL 





Totals INTERVAL RESPONSES 
1.4 - 3.4 3.5 - 3.8 ^3.9 
(13.7) (8.1) (16.2) 
5 11 22 38 
13.27. 28.97, 57.9% 50.77o 
(13.3) (7.9) (15.8) 
22 5 10 37 
59.5% 13.5% 27.07, 49.370 
27 16 32 75 
36.07, 21.3% 42.7% 1007c 
Variable range: 1.4 - 5.0 
X2 = 17.44345 
df = 2 ? 
Critical A value = 13.815 
p -4 .001 
Table 6 presents a comparison between EG^ and CG^ parents on par¬ 
ental provisions for language stimulation and growth in the home environ¬ 
ment behaviors. The analysis of data indicate that 25 (65.87.) of EG^ 
parents had scores falling into the upper interval response range, de¬ 
noting the highest level of parental provisions for language stimulation 
and growth in the home environment behaviors, in contrast to 8 (21.67.) 
of CG^ parents. Likewise, EG^ parents (15.87.) had scores falling into 
the lowest interval response range, denoting the lowest degree of par¬ 
ental provisions for language growth and stimulation in the home environ¬ 
ment behavior, in contrast to 24 (64.97.) of CG^ parents. 
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TABLE 5 
A COMPARISON BETWEEN EG1 AND CG. ON 
PARENTAL ACCEPTANCE!- OF THE 1 
CHILD BEHAVIORS 
INTERVAL RESPONSES 
2.6 - 3.6 3.7 - 3.9 > 4.0 
(17.2) (9.1) (11.7) 
EG1 8 13 17 
21.1% 34.2% 44.7% 
(16.8) (8.9) (11.3) 
CG1 26 5 6 
70.3% 13.5% 16.2% 
Column 34 18 23 
Totals 









Variable range: 2.6 - 4.7 
)C = 18.33574 
df = 2 ? 
Critical X value =13.815 
p .001 
The analysis of the data in Table 6 indicates that the chi square 
value is significant since the obtained value is greater than the re¬ 
quirement for significance at the .001 level of confidence. Therefore, 
the null hypothesis is rejected. EG^ parents, as a group, make greater 
provisions for language stimulation and growth in the hone environment 
for their children than CG^ parents. 
Table 7 presents a comparison between EG^ and CG^ parents on par¬ 
ental permissiveness behaviors. The analysis of the data indicates 
that 9 (23.7%) of EG^ parents had scores falling with the upper interval 
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TABLE 6 
PROVISIONS FOR LANGUAGE STIMULATION AND 




Totals INTERVAL RESPONSES 
2.3 - 3.1 3.2 - 3.3 S 3.4 
(15.2) (6.1) (16.7) 
6 7 25 38 
15.87, 18.47c 65.87, 50.77, 
(14.8) (5.9) (16.3) 
24 5 8 37 
64.97, 13.57, 21.67c 49.37, 
30 12 33 75 
40.07c 16.07c 44.07, 100. CT, 
Variable range: 2.3 - 41. 
)C = 19.88112 
df = 2 9 
Critical A value = 13.815 
p < .001 
response range, denoting the level of permissiveness allowed in child- 
rearing practices, in contrast to 29 (78.47,) of CG^ parents. 
The data indicate that the chi square value is significant since 
the obtained value is greater than the requirement for significance at 
the .001 level of confidence. Therefore, the null hypothesis is re¬ 
jected. EG^ parents, as a group, are less permissive in their child- 
rearing practices than CG^ parents. 
Table 8 presents a comparison between EG^ and CG^ parents on paren¬ 
tal authority attitudes. The analysis of the data indicate that 33 
(86.87o) of EG^ parents in contrast to 5 (13.57,) of CG^ parents had 
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TABLE 7 
A COMPARISON BETWEEN EG1 AND CG, ON 






Totals INTERVAL RESPONSES 
1.7 - 2.1 â 2.2 
(18.7) (19.3) 
29 9 38 
76.37» 23.77» 50.77» 
(18.3) (18.7) 
8 29 37 
21.67» 78.47» 49.37» 
37 38 75 
49.37» 50.77» 100.07» 
Variable range: 1.7 - 2.4 
XZ = 22.287147 
df = 1 9 
Critical A value = 10.827 
p .001 
scores falling into the upper interval response range, denoting the 
highest degree parents required their children to respect authority. 
Likewise, 5 (13.27») of EG^ parents had scores falling into the lowest 
interval response range, denoting the lowest degree parents required 
their children to respect authority, in contrast to 32 (80.57») of CG^ 
parents. 
The data in Table 8 indicate that the chi square value is signifi¬ 
cant since the obtained value is greater than the requirement for signi¬ 





A COMPARISON BETWEEN EG. AND CG. PARENTS 
ON PARENTAL AUTHORITY ATTITUDES 
Row 
Totals INTERVAL RESPONSES 
1.6 - 2.0 ^ 2.1 
(18.7) (19.3) 
5 33 38 
13.27. 86.87, 50.77, 
(18.1) (18.7) 
32 5 37 
80.57, 13.57, 49.37, 
37 38 75 
49.37, 50.77, 100.07, 
Variable range: 1.6 - 2.9 
)C = 40.473 
df = 1 ? 
Critical X“ value = 10.827 
p .001 
is rejected. EG^ parents, as a group, differ from CG^ parents on par¬ 
ental authority attitudes. 
Table 9 presents a comparison between EG^ and CG^ parents on par¬ 
ental restrictiveness behaviors. The analysis of the data indicates 
that 12 (31.67,) of EG^ parents had scores falling into the upper inter¬ 
val response range, denoting the highest degree parents imposed re¬ 
strictions on their children relative to television viewing. On the 
other hand, CG^ parents (0.0%) did not impose restrictions on their 
children's television viewing. 
The analysis of the data in Table 9 indicates that the chi square 
value is significant since the obtained value is greater than the re¬ 
quirement for significance at the .001 level of confidence. Therefore, 
the null hypothesis is rejected. EG^ parents, as a group, impose more 




A COMPARISON BETWEEN EG1 AND CG. PARENTS 
ON PARENTAL RESTRICTIVENESS BEHAVIORS 
Row 
Totals INTERVAL RESPONSES 
1.0 - 1.3 il.4 
(31.9) (6.1) 
26 12 38 
68.4% 31.6% 50.7% 
(31.1) (5.9) 
37 0 37 
100.0% 0.0% 49.3% 
63 12 75 
84.0% 16.0% 100.0% 
Variable range: 1.0 - 2.3 
}T = 13.718 
df = 1 9 
Critical A value = 10.827 
p <£ .001 
Table 10 presents a comparison between EG^ and CG^ parents on paren¬ 
tal self-development behaviors. The analysis of the data indicate that 
38 (100.0%) of EG^ parents had scores falling into the upper interval 
response range, denoting the highest level of parental self-development, 
in contrast to 2 (5.4%) of CG^ parents. 
The data further indicates that the chi square value is signifi¬ 
cant since the obtained value is greater than the requirement for sig¬ 
nificance at the .001 level of confidence. Therefore, the null hypo¬ 
thesis is rejected. EG^ parents, as a group, are superior to CG^ par¬ 




A COMPARISON BETWEEN EG1 AND CG. PARENTS 
ON SELF-DEVELOPMENT BEHAVIORS 
INTERVAL RESPONSES 

















Variable range: 1.0 - 2.3 
5T = 67.490 
df = 1 ? 
Critical A value = 10.827 
p .001 
Table 11 presents a comparison between EG^ and CG^ parents on ten 
categories of associative parental behavior. The analysis of the data 
indicate that EG^ parents, 29 (76.3%), had scores falling into the upper 
interval response range, denoting the highest degree of associative par¬ 
ental behavior, in contrast to 8 (21.0%) of CG^ parents. Similarly, 
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4 (10.57») of EG^ parents' scores fell into the middle interval response 
range in contrast to 7 (18.97») of CG^ parents. On the lowest interval 
response range, denoting the lowest degree of associative parental be¬ 
havior, 5 (13.27.) of EG^ parents responded in contrast to 22 (59.5%) of 
CG^ parents. 
The data in Table 11 indicates that the chi square value is signi¬ 
ficant since the obtained value is greater than the requirement for sig¬ 
nificance at the .001 level of confidence. Therefore, the null hypo¬ 
thesis is rejected. EG^ parents, as a group, are superior to CG^ par¬ 




A COMPARISON BETWEEN EG. AND CG. PARENTS 
ON TEN CATEGORIES OF THE APBIS 
Row 
Totals INTERVAL RESPONSES 
2.2 - 2.5 2.6 - 2.7 i 2.8 
(13.7) (5.6) (18.7) 
5 4 29 38 
13.27» 10.57» 76.37» 50.77» 
22 7 8 37 
59.57» 18.97» 21.07» 49.37» 
27 11 37 75 
36.07» 14.77» 49.37» 100.07» 
Variable range: 2.2 - 3.3 
)T = 23.627935 
df = 2 ? 
Critical A value = 13.815 
p .001 
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Summarization of Open-Ended Questionnaire, Part I-B. EG^ parent 
responses indicate that a high value was placed on the early learning 
experience (see EG^ responses to Open-Ended Questionnaire, Appendix C). 
In relationships involving the child, greatest value was placed 
on: greater awareness of the need for early training; learned to talk 
more to children; greater interest in child's learning behavior; and 
taking children on trips of greater educational value. 
In relationships involving the parents (themselves), the greatest 
value was placed on the utilization of community resources. 
In response to things parents liked about Heme Start, the greatest 
value was placed on: availability of toys and books for children; early 
training for children; Home Visits; group meetings; field trips; craft 
activities ; help from Heme Teachers and staff with personal problems and 
kind, helpful, and considerate Home Teachers. 
In response to things parents didn't like about Home Start, the 
most negative response related to a personality conflict with a Hone 
Teacher. The remaining responses related to the Home Start delivery 
model as follows: the need for more home visits per week and the need 
for Heme Start training earlier in life so that older children in family 
could have benefited from the program. 
Analysis of the Data, Part II. A t-test was performed on data re¬ 
ported in this section. Significant t-values were denoted at the .05 
level of confidence. 
Hypothesis 1 There are no differences between Home Start and Non- 
Home Start children enrolled in first, second, third, 
and fourth grades, as measured by: 
1) Reading comprehension 
2) Mathematic concepts 
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Table 12 presents a comparison between EG2 and CG2 children en¬ 
rolled in first grade in reading comprehension and mathematic concepts. 
The t-values (t = .51 and t = 0.54) are not significant (p > .05). 
Therefore, the null hypothesis is accepted. EG2 children enrolled in 
first grade do not differ from CG2 children at the same grade level in 
reading comprehension and mathematic concepts. 
Table 13 presents a comparison between EG2 and CG2 children enrolled 
in second grade in reading comprehension and mathematic concepts. The 
analysis of the data indicates that the t-values are not significant at 
the .05 level of confidence. Therefore, the null hypothesis is accepted. 
Home Start children, as a group, do not differ significantly from Non- 
Home Start children in reading and mathematic concepts, as measured by 
the Iowa Tests of Basic Skills, in the second grade. 
Table 14 presents a comparison between EG2 and CG2 children en¬ 
rolled in third grade in reading comprehension and mathematic concepts. 
The obtained t-values are not significant since the obtained values are 
less than the requirements for significance at the .05 level of confi¬ 
dence. Therefore, the null hypothesis is accepted. EG2 children in 
third grade do not differ significantly from CG2 children at the same 
grade level in reading comprehension and mathematic concepts. 
Table 15 presents a comparison between EG2 and CG2 children enrolled 
in fourth grade in reading comprehension and mathematic concepts. The 
analysis of the data indicates that the t-values are not significant since 
the obtained values are less than the requirements for significance at 
the .05 level of confidence. Therefore, the null hypothesis is accepted. 
EG2 and CG2 children enrolled in fourth grade are performing at the same 
achievement level in reading comprehension and mathematic concepts. 
TABLE 12 
A COMPARISON BETWEEN EG? AND CG? CHILDREN ENROLLED 
FIRST GRADE IN “READING "COMPREHENSION 
AND MATHEMATIC CONCEPTS 
IN 
VARIABLE GROUP N X SD t-Value DF PROB. 
Reading EG2 38 102.8684 11.016 
0.51 72 NS 
CG2 36 . 101.5556 11.295 
Mathematics EG2 37 107.0270 9.462 
0.54 70 NS 
CG2 35 105.8571 9.014 
p -> .05 
TABLE 13 
A COMPARISON BETWEEN EG? AND CG? CHILDREN ENROLLED 
SECOND GRADE IN READING COMPREHENSION 
AND MATHEMATIC CONCEPTS 
IN 
VARIABLE GROUP N X SD t-Value DF PROB. 
Reading EG2 28 96.1786 2.031 
1.91 51 NS 
CG2 25 89.9600 11.749 
Mathematics EG2 28 106.6071 14.637 








A COMPARISON BETWEEN EG? AND CGU CHILDREN ENROLLED IN 
THIRD GRADE IN TREADING COMPREHENSION 
AND MATHEMATIC CONCEPTS 
VARIABLE GROUP N X SD t-Value DF 
PROB. 
Reading EG2 18 96.9444 12.982 
1.07 35 NS 
CG2 19 91.9474 15.277 
Mathematics EG2 18 98.3889 11.818 
0.54 35 NS 
cg
2 19 96.4211 10.259 




A COMPARISON BETWEEN EG? AND CG? CHILDREN ENROLLED IN 
FOURTH GRADE INZREADING COMPREHENSION 
AND MATHEMATIC CONCEPTS 
VARIABLE GROUP N X SD t-Value DF 
PROB. 
Reading EG2 9 85.7778 10.639 
0.34 15 NS 
CG2 8 84.2550 7.206 
Mathematics EG2 9 86.66667 10.954 
-0.93 15 NS 
CG2 8 90.7500 6.251 




A SUMMARY OF COMPARISONS BETWEEN EG' AND 
CG9 CHILDREN IN READING COMPREHENSION 
1 OVER A FOUR YEAR PERIOD 
READING COMPREHENSION 
Year 1975-76 1976-77 1977 -78 
1978-79 
Grade 1 2 3 4 
Group EG2 CG2 EG2 cc2 EG2 CG2 EG2 CG2 
Number 38 36 28 25 18 19 9 
8 
Mean 102.87 101.56 96.18 89.46 96.94 91.95 85.78 
84.25 
SD 11.02 11.30 12.03 11.75 12.98 15.28 10.64 
7.21 
t 0. 51 1. 91 1.07 0.34 






A SUMMARY OF COMPARISONS BETWEEN EG? AND 
CG9 CHILDREN IN MATHEMATIC CONCEPTS 
Z OVER A FOUR YEAR PERIOD 
MATHEMATIC CONCEPTS 
Year 1975 -76 1976 -77 1977 -78 1978 -79 
Grade 1 2 3 4 
Group EG2 CG2 EG2 CG2 EG2 CG2 EG2 CG2 
Number 
Mean 107.03 105.86 106.61 103.24 98.39 96.42 86.67 90.75 
SD 9.46 9.01 14.64 13.16 11.82 10.26 10.95 6.25 
C 0. 54 1.24 0. 54 -0.93 
df 70 51 35 15 




Table 16 presents a summary of comparisons between EG2 and CG2 
children in reading comprehension over a four-year period. 
The analysis of the data indicates that the t-values are not sig¬ 
nificant at any grade level since the obtained values are less than the 
requirements for significance at the .05 level of confidence. Therefore, 
the null hypothesis is accepted. EG2 children do not differ signifi¬ 
cantly from CG2 children at any grade level in reading comprehension and 
mathematic concepts over a four year period. 
Table 17 presents a suimary of comparisons between EG2 and CG2 
children in mathematic concepts over a four-year period. 
The analysis of the data indicates that the t-values obtained over 
a four-year period for EG2 and CG2 children enrolled in first, second, 
third, and fourth grade are not significant since the obtained values 
are less than the requirements for significance at the .05 level of 
confidence. Therefore, the null hypothesis is accepted. EG2 children 
do not differ significantly from CG2 children in mathematic concepts at 
any grade level. 
Analysis of the Data, Part III. The analysis of the data in this 
section relates to the following hypothesis: 
Hypothesis 3 There are no relationships between associative 
parental behavior and achievement for Heme Start 
and Non-Hone Start groups, as measured by: 
1. Associative Parental Behaviors (APBIS) 
(1) Parental Contact with the School 
(2) Parental Participation in School and 
Community 
(3) Parental Knowledge of the Child 
(4) Parental Aspirations for the Child 
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(5) Parental Acceptance of the Child 
(6) Parental Provisions for Language Stimula¬ 
tion and Growth in the Hone Environment 
(7) Parental Permissiveness 
(8) Parental Authority 
(9) Parental Restrictiveness 
(10) Parental Self-Development 
(11) Composite of Preceding Components 
2. Achievement 
(1) Reading comprehension 
(2) Mathematic concepts 
Table 18 presents the correlations between associative parental 
behavior and pupil achievement in reading comprehension over a four-year 
period. The analysis of the data indicates that in first grade, signi¬ 
ficant correlations exist between certain individual associative parental 
behaviors and reading comprehension as follows: (1) Variable 2 (parental 
participation in school and community activities); (2) Variable 3 (par¬ 
ental aspirations for the child); (4) Variable 5 (parental acceptance for 
the child); and (5) Variable 6 (parental provisions for language stimu¬ 
lation and growth in the home environment). 
The analysis of the data in Table 18 further indicates that collec¬ 
tively (Variable 11, composite of the ten preceding categories of asso¬ 
ciative parental behavior), the r value (.3055) is significant since the 
obtained value is greater than the requirement for significance at the 
.01 level of confidence. Therefore, the null hypothesis is rejected. 
There is a significant correlation between associative parental behavior 
and reading comprehension at the first grade level. 
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In second grade, the analysis of the data in Table 18 indicates 
that significant correlations exist between each of the ten (10) asso¬ 
ciative parental behaviors and reading achievement except for Variable 8 
(parental authority attitudes). 
The analysis of the data in Table 18 further indicates that, collec¬ 
tively (Variable 11), the r value (.4961) is significant since the ob¬ 
tained value is greater than the requirement for significance at the .01 
level of confidence. Therefore, the null hypothesis is rejected. There 
is a significant correlation between associative parental behavior and 
reading comprehension at the second grade level. 
At the third grade level, the analysis of the data indicates that 
there are significant correlations between Variable 2 (parental partici¬ 
pation in school and conmunity activities); Variable 5 (parental accep¬ 
tance of the child); Variable 6 (parental provisions for language sti¬ 
mulation and growth in the home environment) ; Variable 8 (parental 
authority attitudes) and reading achievement. Collectively (Variable 11), 
the analysis of the data in Table 18 indicates that the r value (.3947) 
is significant since the obtained value is greater than the requirement 
for significance at the .01 level of confidence. Therefore, the null 
hypothesis is rejected. There is a significant correlation between 
associative parental behavior and reading comprehension at the third 
grade level. 
In fourth grade, the analysis of the data in Table 18 indicates 
that there is only one (1) significant correlation between associative 
parental behavior and reading comprehension, Variable 9 (parental re¬ 
strictiveness). Collectively (Variable 11), the analysis of the data 
indicates that the r value (.2075) is not significant since the obtained 
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value is less than the requirement for significance at the .01 level of 
confidence. Therefore, the null hypothesis is accepted. There is no 
significant relationship between associative parental behavior and read¬ 
ing achievement at the fourth grade level. 
TABLE 18 
CORRELATIONS BETWEEN ASSOCIATIVE PARENTAL 
BEHAVIOR AND READING COMPREHENSION 
OVER A FOUR-YEAR PERIOD 
READING COMPREHENSION 
GRADE' 
1 2 3 4 
Variable 1 .1555 *.2988 .2641 .2557 
Variable 2 *.2542 
-T — 
.5330 .4576 .3114 
Variable 3 *.1938 
kk 
.4341 .2564 .0368 
Variable 4 *.2296 
kk 















Variable 7 -.1653 *-.2738 -.0310 -.1377 
Variable 8 .1675 .2270 
k 
.3061 -.1545 
Variable 9 .2626 
kk 
.3645 .2169 *.5404 





.4961 .3947 .2075 




Table 19 presents the correlations between associative parental 
behavior and mathematic concepts over a four-year period. 
Collectively (Variable 11, composite of the ten individual vari¬ 
ables ), the analysis of the data indicates that the r-values are not 
significant at the first, second and fourth grade levels since the ob¬ 
tained values are less than the requirements for significance at the 
.01 or .05 levels of confidence. Therefore, the null hypothesis is re¬ 
jected. There are no significant correlations between associative 
parental behavior and mathematic concepts at the first, second and 
fourth grade levels. 
The analysis of the data in Table 19 further indicates that at the 
third grade level, significant and consistent correlations exist between 
certain individual associative parental behaviors and mathematic con¬ 
cepts: Variable 2 (parental participation in school and comnunity acti¬ 
vities), Variable 5 (parental acceptance of the child), Variable 6 (par¬ 
ental provisions for language stimulation and growth in the hone en¬ 
vironment), and Variable 9 (parental restrictiveness). When the scores 
of the individual variable are combined (Variable 11), the r-value 
(.2744) is significant since the obtained value is greater than the re¬ 
quirement for significance at the .05 level of confidence. Therefore, 
the null hypothesis is rejected. There is a significant correlation 
between associative parental behavior and mathematic concepts at the 
third grade level. 
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TABLE 19 
CORRELATIONS BETWEEN ASSOCIATIVE PARENTAL 
BEHAVIOR AND PUPIL ACHIEVEMENT 
OVER A FOUR-YEAR PERIOD 
MATH CONCEPTS 
GRADES 
1 2 3 4 
Variable 1 .0180 ".3038 .1486 .1955 
Variable 2 .0205 *.3521 
** 
.4477 .4023 
Variable 3 .0356 .1149 .2304 .2519 
Variable 4 .0483 .0703 .0738 .2905 





Variable 6 .0852 .0822 *.3308 .1484 
Variable 7 -.1440 -.1170 -.0374 -.2679 
Variable 8 .1378 .1440 .1077 -.5758 
Variable 9 .0619 .2120 *.3452 .3682 
Variable 10 .1126 .2050 .1582 -.2897 
Variable 11 .0965 .1801 
JL. 
".2744 .1522 
Number 150 106 74 34 
*p «£ .05 
**p c .01 
CHAPTER V 
SUMMARY, DISCUSSION, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 
This study investigated the persistence of Home Start effects on as¬ 
sociative parental behavior and cognitive development over a four-year 
period by determining: (1) if Heme Start parents differ from Non-Home 
Start parents in associative parental behavior, as measured by ten cate¬ 
gories of the Associative Parental Behavior Interview Schedule (ABPIS); 
(2) if Home Start children differed from Non-Hone Start children, in 
achievement performance in reading comprehension and mathematic concepts, 
as measured by the Iowa Tests of Basic Skills (ITBS); and (3) to investi¬ 
gate the magnitude of relationships between parental behavior and achieve¬ 
ment for Home Start and Non-Hone Start groups. 
One hundred fifty mother-child dyads served as subjects of study. 
Seventy-five dyads were Home Start participants (EG^ and EG2). The other 
seventy-four dyads were Non-Hone Start participants (CG^ and CG2) • They 
were drawn from the same population, using place of residence, sex, eth¬ 
nic background, school, grade, and socio-economic status as the criteria. 
The unequal numbers between the groups is accounted for by attrition 
which is less than 10 percent of the original population (160 Ss). 
Three instruments were employed in the study: 
(1) The APBIS assesses ten categories of parental behaviors that are 
presumed to influence educational outcomes. It was administered 
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in the heme environment of Hone Start and Non-Hone Start parents 
to conpare their parental behaviors. A chi square analysis was 
performed on the data and significant chi square values were de¬ 
noted at the .001 level of significance. 
(2) The achievement data for EG2 and CG2 children enrolled in first, 
second, third, and fourth grades were collected retrospectively 
from the Department of Research and Evaluation, Atlanta Public 
Schools. Achievement scores in reading comprehension and mathe¬ 
matic concepts resulted from the Iowa Tests of Basic Skills, the 
achievement instrument used by the Atlanta Public Schools. A 
t-Test statistic was performed on the data and significant t- 
values were denoted at the .05 level of significance. 
(3) The Open-Ended Questionnaire was administered to Hone Start par¬ 
ents in the home environment. The responses were subjectively 
sunmarized. 
(4) A Pearson's r correlation analysis was performed to determine if 
there were significant correlations between associative parental 
behavior and achievement (reading comprehension and mathematic 
concepts) for Hone Start and Non-Home Start groups. 
SUMMARY 
The results of this study revealed differential effects associated 
with Hone Start programming as follows: 
Associative Parental Behavior Data. Heme Start parents were 
superior to Non-Hone Start parents on each of the ten categories 
of the APBIS relative to: contact with the school, participation 
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in school and community activities, knowledge of the child, 
acceptance of the child, provisions for language stimulation and 
growth in the hone environment, permissiveness, authority atti¬ 
tudes, restrictiveness, and parental self-development behaviors. 
Data from the Open-Ended Questionnaire. Hone Start parents con¬ 
sidered Hone Start to have been a valuable early training ex¬ 
perience. There was little that they did not like about the 
program, and little that they would have changed. Hone Start 
was successful in obtaining parental satisfaction. 
Achievement Data. Home Start children did not differ signifi¬ 
cantly from Non-Home Start children in reading comprehension and 
mathematic concepts at any grade level. 
Correlation Data. There were significant correlations between 
associative parental behavior and reading comprehension at the 
first, second, and third grade levels. Among the individual 
parental behaviors, the most significant and consistent corre¬ 
lations were found among parental behaviors relative to parental 
participation in school and community activities, acceptance of 
the child, aspirations' for the child, knowledge of the child, 
provisions for language stimulation and growth in the home en¬ 
vironment, and parental authority behaviors. These parental be¬ 
haviors were most closely correlated to reading achievement. 
DISCUSSION 
The original problem posed by the study related to investigating the 
persistence of Home Start programming by determining the persistence of 
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Hone Start effects on associative parental behavior and cognitive out- 
ccmes. 
The findings for Hypothesis 1 indicate that Home Start parents were 
superior to Non-Hone Start parents in each of the ten categories of asso¬ 
ciative parental behavior that are assumed to influence cognitive out- 
canes. These behaviors relate to parental contact with the school, par¬ 
ticipation in school and community activities, knowledge of the child, 
aspirations for the child, acceptance of the child, provisions for lan¬ 
guage stimulation and growth in the hone environment, permissiveness, 
authority attitudes, restrictiveness, and self-development. These find- 
12 3 ings are consistent with the findings of Karnes, Lambie, Andrews, and 
Gilmer.^ 
Hone Start parents' responses to the Open-Ended Questionnaire indi¬ 
cated that Hone Start parents placed a high value on the early training 
experience. The responses further suggest that Hone Start provided a 
framework for changing attitudes and behaviors of Hone Start parents re¬ 
lative to their roles as behavioral change agents in early childhood 
practices that may have enduring effects. These findings are consistent 
with the findings of Gray and Klaus.^ 
A summary of the data on associative parental behavior indicates that 
i 
Karnes, "The Impact of At Hone Instruction," pp. 205-212. 
O 
Lambie, "The Family Development Research Program," pp. 24-26. 
^Andrews, "The New Orleans Model," p. 10. 
^"Gilmer, "Intervention with Young Mothers," pp. 64-65. 
^Gray and KLaus, "The Early Training Project," pp. 110-115. 
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mothers who participate in Hone Start appear to gain a sense of environ¬ 
mental mastery. They become hopeful instead of hopeless. On the other 
hand, Non-Home Start parents responded less favorable to associative 
parental behaviors that are presumed to influence cognitive outcomes. 
These findings are consistent with the findings of Staats which indicate 
that parents of all economic levels must be trained to provide benevolent 
environments to facilitate new maternal behaviors which are conducive to 
the child's functioning. Further, the training must be reinforced over a 
period of time for many parents, especially if these maternal behaviors 
are expected to be generalized to children. 
The findings for Hypothesis 2 indicates that there are no significant 
differences between Heme Start and Non-Home Start children enrolled in 
first, second, third, and fourth grades, as measured by reading comprehen¬ 
sion and mathematic concepts. Several explanations are offered for these 
findings. 
Considering the nature of the community from which the sample was 
drawn, it is highly possible that the lack of differences between Home 
Start and Non-Home Start children at any grade level may be attributed to 
the effect of contacts between Heme Start and Non-Home Start children. If 
this is the case, skills learned by Heme Start children were generalized 
to Non-Hone Start children by the horizontal diffusion effects of Home 
Start (Gray and KLaus, 1960). 
Another explanation relative to the lack of differences between Hone 
Start and Non-Home Start children reside in the assumption that parent 
training must be reinforced over a period of time for many parents, 
1 
Staats, "Learning, Language, and Cognition," p. 75. 
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especially if targeted parental behaviors are expected to be generalized 
to children. Further, parent training does not always have irrmediate 
effects on the child. Progress or the overall effects of Home Start may 
2 
be more perceptible in the fifth grade. In this study, however, the 
question remains unanswered. 
Again, considering the nature of the community, it is noteworthy to 
relate other observable trends generated by the study, even though signi¬ 
ficant differences were not apparent between Hone Start and Non-Home 
Start children at any grade level. From the first year of schooling 
through the fourth grade, there existed a consistent downward trend in 
mean scores for Home Start and Non-Home Start groups. Several explana¬ 
tions are offered for these findings. 
First, the decline in mean scores of Home Start and Non-Hone Start 
children may be attributed to the nature of standardized tests. The suc¬ 
cessive levels of these tests often become increasingly verbal and verbal 
O / 
facility poses a problem for many children fron very low income families. 5 
Another explanation for the downward trend in mean scores for Heme 
Start and Ncn-Hone Start children relates to the notion that socio-econo¬ 
mic influences are far more potent than school than all other influences 
in determining variability in pupils' achievement.^ If this assumption is 
Staats, "Learning, Language, and Cognition," p. 77-76. 
2 
Deutsch and Brown, "Social Influences," p. 106. 
3 
Gray and KLaus, The Early Training Project, pp. 94-95. 
^Cronback, Essentials of Psychological Testing (New York: Harper and 
Row, 1970), p. 650. 
^Coleman, Equality, p. 77. 
98 
accepted, the conclusion that Home Start parents were unable to generalize 
learned behaviors to their children must also be accepted (Staats, 1968). 
On the other hand, it must also be recognized that the school did little 
to change the learning behaviors of the children, since discrepancies in 
achievement increased as Home Start and Non-Home Start children progressed 
through the grades. These findings are consistent with the findings of 
1 2 
Clark and Herzog. 
A summary of the data on pupil achievement indicates that Hone Start 
children did not differ from Non-Home Start children in reading compré¬ 
hension and mathematic concepts. 
The findings for Hypothesis 3 indicate that there are significant 
correlations between associative parental behavior and achievement at the 
first, second, and third grade levels. Among the individual parental be¬ 
haviors, the most significant correlations were found among parental be¬ 
haviors relative to parental participation in school and community activi¬ 
ties, acceptance of the child, knowledge of the child, aspirations for the 
child, provisions for language stimulation and growth in the hone environ¬ 
ment, and parental authority attitudes. These parental behaviors were 
most closely correlated with reading comprehension. These findings are 
consistent with a relatively large body of research which indicates the 
specific influence of parental behavior on educational outcomes. More 
specifically, these findings are consistent with the findings of 
^Clark, Dilemmas of Social Power, pp. 54-57. 
9 
Herzog et al., "The Less They Have," p. 89. 
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^ 2 ^ ^ ^ 
Hess and Shipman, Wolf, Dave, Crandall, and Bloom, which indicate 
that these parent behaviors are strongly correlated with achievement. 
The most consistent and significant correlations between associative 
parental behavior and mathematic concepts were found among parental be¬ 
haviors relative to parental participation in school and community activi¬ 
ties, acceptance of the child, provisions for language stimulation and 
growth in the home environment and restrictiveness. These relationships 
were significant at the third grade level. One explanation for the lack 
of consistent relationships in the mathematic area of achievement may be 
due to the emphasis Home Start programming places on verbal facility 
(Gray and Klaus, 1968). 
A summary of the correlation data indicates that there are signifi¬ 
cant and consistent relationships between associative parental behavior 
and achievement. The most consistent correlations were found for parental 
behaviors that dealt with parental participation in school and community 
activities, acceptance of the child, knowledge of the child, aspirations 
for the child, provisions for language stimulation and growth in the home 
environment, authority attitudes, and parental restrictiveness. These 
correlations were more prominent in reading comprehension than mathematic 
concepts. 
■^Hess and Shipman, "Maternal Attitudes," p. 38. 
^Wolf, "The Identification and Measurement," pp. 99-100. 
^Dave, "The Identification and Measurement of Education Process 
Variables," p. 104. 
^Crandall, "Achievement Behavior in Young Children," pp. 77-84. 
^Bloom, Stability and Change, p. 100. 
CONCLUSIONS 
The findings of the study led to the following conclusions: 
1. The persistence of Hone Start effects was most perceptible for 
Hone Start parents. They were superior to Ncn-Hane Start parents 
in each of the ten categories of the Associative Parental Be¬ 
havior Inventory which are presumed to influence educational out- 
cones. 
2. The enduring effects of Hone Start were not evident for Hone 
Start children. They did not differ significantly from Non-Home 
Start children at any grade level in reading comprehension or 
mathematic concepts. 
3. Home Start was not adequate for counteracting the academic diffi¬ 
culties that are characteristic of many economically disadvantaged 
children. Discrepancies in achievement increased consistently as 
the children progressed through the grades. 
4. Maternal behaviors relative to participation in school and commu- 
nity activities, knowledge of the child, acceptance of the child, 
provisions for language stimulation and growth in the home en¬ 
vironment, authority attitudes and restrictiveness were most 
closely correlated with achievement. These correlations were 
more prominent in reading comprehension than mathematic concepts. 




1. The impact of Heme Start may have been attenuated by the lack of 
follow-up or continuity of intervention in the regular school 
program in the form of curricular involvement and systematic 
parent training. 
2. The traditional classroom environment may not be adequate for 
meeting the needs of many economically disadvantaged children re¬ 
lative to curriculum, teaching strategies, evaluation techniques, 
and staff development with parents. 
3. The strength of the findings relative to the p effects of Heme 
Start on associative parental behavior provides evidence for the 
public and policy makers to reconsider their commitment to the 
nation's economically disadvantaged groups by continuing to in¬ 
vest in Home Start education and training. 
4. The results of this study underscore the value of longitudinal 
assessments in order to ascertain the long-term benefits of Heme 
Start programming on maternal behaviors and educational outcomes. 
5. The Associative Parental Behavior Inventory Schedule (APBIS) ap¬ 
parently measures aspects of the heme environnent that are sig¬ 
nificantly associated with cognitive outcomes even though the 
correlation analyses do not permit any causal interpretations. 
Therefore, in future educational planning for economically dis¬ 
advantaged families, individual measures of the APBIS that are 
most closely associated with educational outcomes may show con¬ 
siderable effectiveness in identifying high risk families and 
provide a basis for specific intervention. 
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RECOMMENDATIONS 
In view of the findings, conclusions, and implications resulting from 
this study, the following recommendations are proposed: 
1. Establish a program of developmental continuity as it relates to 
the transition from Hone Start to the regular school program 
whereby the school and parents may work more closely together for 
the ultimate benefit of the children. The program should include 
the following: 
a. Differential staff training on systematic schedules that 
incorporates more specialized curriculum, behavior modi¬ 
fication techniques, evaluation procedures, and teacher/ 
associate/parent training than the traditional elementary 
school usually affords. 
b. Increased emphasis on parent/professional partnership in 
educational programming. 
c. Provisions for administrative and staff orientation for 
improving communication and interaction with economically 
disadvantaged parents and their children, as well as im¬ 
prove acceptance and expectations of the families and 
their children by the school staff. 
2. Future follow-up evaluations on educational outcomes should: 
a. Include more satisfactory measures of achievement than 
results of standardized tests since they are subject to a 
number of doubts. Among the possibilities are teacher 
ratings of children, anecdotal records, and systematically 
kept observations of learning behaviors. Evaluations 
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should include qualitative and descriptive material as 
well as quantified findings. 
b. Include program measures or characteristics in addition 
to pupil achievement as the criterion of effectiveness. 
(1) Professional vs paraprofessional 
(2) Pre-service training of staff 
(3) Assignment to regular vs special education class 
placement 
(4) Pupil retention rate 
(5) The amount of teaching structure or language goals 
for children which may include the number of edu¬ 
cational prescriptions achieved over a given point. 
3. Future follow-up evaluations on maternal behavior should include 
a more systematic measure of what parents actually do in their 
hemes, including interactions with other family members. 
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1. Since the beginning of this school year, have you visited your 
child's classroom while the class was in session? 
1. No 
2. One or two times 
3. Three or four times 
4. Five or six times 
5. More than six times 
2. Since the beginning of this school year, have you met or talked 
privately with your child's teacher about your child? 
1. No 
2. One or two times 
3. Three or four times 
4. Five or six times 
5. More than six times 
3. Since the beginning of this school year, have you talked privately 
with anyone from your child's school, either at heme or at school? 
1. No 
2. One or two times 
3. Three or four times 
4. Five or six times 
5. More than six times 
4. Are you a member of the PTA at your child's school, or any other 
school organization? If so, how often do you attend? 
1. Not a member, or never attended, or no organization 
2. Attend once or twice a year 
3. Attend only special meetings 
4. Attend nearly every meeting 
5. Attend every meeting 
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5. In all, how many organizations or groups outside the family do you 
belong? Include PTA or school groups, community action programs, 
Tennant's Association, YMCA or YWCA, church groups, etc. 
1. None 
2. One 
3. Two or three 
4. Four or five 
5. Six or more 
6. How often do you attend meetings of these organizations? 
  1. Never 
  2. A few times a year 
  3. Once or twice a month 
  4. About once a week 
  5. More than once a week 
7. Name other community involvement you may have. 
8. What are your child's best subjects in school? 
  1. No knowledge of the subjects 
2. Indicates uncertainty, names only one subject 
3. Indicates uncertainty, names more than one subject 
4. Has sane knowledge of the subjects, is able to name one 
or two of them and indicates uncertainty about the others 
5. Has definite knowledge of the subjects and is able to 
name them 
9. What textbooks or other books is your child using in school this 
year? 
  1. No knowledge of any of the books 
2. Able to mention one book 
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3. Able to mention two books 
4. Able to mention three books 
5. Able to mention four or more books 
10. What are sane of the things that your child especially likes about 
school? 
1. No knowledge of the child's likes 
2. Able to mention one area 
3. Able to mention two areas 
4. Able to mention three areas 
5. Able to mention four or more areas 
11. What grades do you expect your child to receive in school? 
  1. Very low expectations, or no expectations (below C, 
doesn't care) 
  2. Mainly C's as long as he passes, or to do the best that 
he can 
  3. Mainly B’s with some C's 
  4. All B's 
  5. Mainly A's with some B's 
6. All A's 








schooling do you want your child to get? 
Don't know 
Finish junior high or sane high school 
Finish high school 






13. How long have you had these ideas about the amount of schooling you 
expect your child to receive? Have you thought about it before 
today? 
1. Hadn't thought about it before now 
2. Just this year 
3. Since he/she started school 
4. Before he/she started school 
5. While he/she was a baby 
14. What job would you like to see your child in when he/she is grown¬ 
up? 
  0. Don't know, don't care, never thought about it 
  1. Unskilled worker (unemployed, welfare, unemployed laundry 
worker, etc.) 
  2. Semi-skilled worker (nurse's aide, enlisted military, 
truck driver, etc.) 
  3. Skilled worker (barber, baker, policeman, painter) 
  4. Owner of a little business (clerical and sales, techni- 
tions) 
  5. Administrative personnel of large concerns (owner of small 
independent business, semi-professional (clothing store 
owner, IBM programmer, florist) 
  6. Managers and proprietor of medium-sized business and 
lesser professional (police chief, registered nurse, 
teacher) 
  7. Executive and proprietor of large concerns, major pro¬ 
fessional (doctor, lawyer, professor, scientists) 
15. Do you think your child will become a just named  
16. How long have you had these ideas about the kind of job you would 
like for your child to have? 
  1. Hadn't thought about it before now 
  2. Just this year 
3. Since he/she started school 
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  4. Before he/she started school 
  5. While he/she was a baby 
17. How often would you say that he/sne gets on your nerves? 
1. Many times a day 
2. At least once a day 
3. Several times a week 
4. At least once a week 
5. Seldom or never 
18. How often would you say that you become angry with your child? 
1. Many times a day 
2. At least once a day 
3. Several times a week 
4. At least once a week 
5. Seldom or never 
19. How often does your child do something for which you need to punish 
him/her? 
1. Many times a day 
2. At least once a day 
3. Several times a week 
4. At least once a week 
5. Seldom or never 
20. How often does your child do something that pleases you and/or for 






5. Very often 
21. Some parents say that they never get very much satisfaction from 
raising a child, while other parents say that they get no satis¬ 
faction at all. How much satisfaction would you say that your child 
has given you? 
1. None 
2. Very little 
3. Sane 
4. Considerable 
5. Very much 
22. How often do you spank your child? 
  1. At least once a day 
  2. Several times a week 
  3. At least once a week 
  4. Seldom 
  5. Never 
23. How often do you find time to play with your child just for enjoy¬ 
ment? 
  1. Never 
  2. Rarely 
  3. Occasionally 
  4. Often 
  5. Very often 
24. About how much of your spare time do you spend with your child do¬ 
ing things together? 
  1. Less than 1 hour 
2. Between 1 and 2 hours 
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3. Between 2 and 4 hours 
4. Between 4 and 7 hours 
5. 7 hours or more 
25. How many different toys does your child have that might be used for 
playing school here at home? (paper, pencils, chalkboard, chalk, 
colored paper, scissors, crayons, coloring books, clay, other art 
and craft equipment, musical instruments, alphabet or number cards, 
etc. ) 
1. None or don't know 
2. 1 or 2 
3. 3 to 5 
4. 6 to 9 
5. 10 or more 
26. Does your child have books to read here at home? How many would you 
say? 
1. 5 or less 
2. 6 to 10 
3. 11 to 30 
4. 31 to 50 
5. More than 50 
27. How often does your child read alone here at home? 
  1. Never 
  2. Seldom 
  3. Sometimes (at least once a week) 
  4. Often (several times a week) 
  5. Regularly (at least once a day) 
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28. Do you read to your child? How often? 
1. Never 
2. Seldom 
3. Sometimes (at least once a week) 
4. Often (several times a week) 
5. Regularly (at least once a day) 
29. On the average, how long does your child read on a given day? 
1. Not at all 
2. Up to 15 minutes 
3. 15 to 30 minutes 
4. 30 minutes to 1 hour 
5. More than 1 hour 
30. Does your child have any games to play with such as card games, 
picture lotto, checkers, etc.? 
1. None 
2. 1 or 2 
3. 3 to 5 
4. 6 to 9 
5. 10 or more 
31. How many of the following do you have in your heme: Dictionary, 
encyclopedia, daily newspaper, world atlas, monthly magazines, etc.? 
1. None of these 
2. One of these 
3. Two of these 
4. 
5. 
Three of these 
All of these 
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32. How often do you tell your child the meaning of a new word? 
  1. Never 
  2. Less than once a week 
  3. Once or twice a week 
  4. Nearly every day 
  5. Every day 
33. If your child asks you a question, about how often do you try to 
find the answer by looking in a book? 
  1. Never 
  2. Not often 
  3. Once in a while 
  4. Usually 
  5. Always 
34. How often do you talk with your child about things he/she has seen 
on TV? 
  1. Never 
  2. Less than once a month 
  3. Monthly 
  4. Weekly 
  5. Daily 
35. What outside recreational activities have you and your child engaged 
in together during the past six months? (What visits have you gone 
on together, what places have you visited togehter?) 
  1. None 
  2. One or two activities, but these have little educational 
value 
  3. A great variety of activities, but they have little edu¬ 
cational value (sports, etc.) 
A moderate variety of activities (one or two a month) 
having a high educational value 
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4. 
  5. A great variety of activities (sane nearly every week) 
having a high educational value (e.g., visits to museums, 
zoos, concerts, traveling to historic places, etc.) 
36. How often does your child see you reading books, papers, magazines, 
etc. ? 
  1. Never 
  2. Less than once a month 
  3. Monthly 
  4. Weekly 
  5. Daily 
37. How often do you talk with your child at mealtime? 
  1. Not much 
  2. Just a little 
  3. Sane 
  4. Quite a bit 
  5. A great deal 
38. When your child has a chance to choose what to do around the house, 
about how often does he/she choose to look at a book or magazine? 
  1. Never 
  2. Seldom 
  3. Once in a while 
  4. 
5. 
Often 
Almost every day 
124 
39. How often do you take your child along when you go shopping? 
  1. Never 
  2. Less than once a month 
  3. Monthly 
  4. Weekly 
  5. Daily 
40. How often do you help your child with schoolwork? 
  1. Never 
  2. Less than once a month 
  3. Monthly 
  4. Weekly 
  5. Daily 
41. How often do you talk with your child about his/her schoolwork? 
  1. Never 
  2. Less than once a month 
  3. Monthly 
  4. Weekly 
  5. Daily 
42. I keep an eye on my child all the time in order to make sure that 
he behaves himself and follows my rules. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
5. It does not describe me at all 
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43. I try to give my child freedom to do what he likes as long as he/she 
doesn't put himself in danger. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
  5. It does not describe me at all 
44. I allow my child to choose his own friends and playmates, whether I 
approve or not. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
  5. It does not describe me at all 
45. I encourage my child to ask questions and I always try to explain 
things to him/her. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
  5. It does not describe me at all 
46. I encourage my child to do things for himself as soon as he is able 
to. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
5. It does not describe me at all 
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47. I encourage my child to participate in decisions and express his/ 
her opinions. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
5. It does not describe me at all 
48. When I tell my child to do something, I expect him to do it right 
away. 
  1. It describes me extremely well 
  2. It describes me fairly well 
  3. It describes me somewhat 
  4. It does not describe me very well 
5. It does not describe me at all 
49. When does 
  1. 
  2. 
3. 
your child have to go to bed? 
Strict bedtime hour 
Bedtime hour extended on special nights 
Allowed to stay up as late as he/she wants 
50. What are your child's bedtime habits? 
  1. He must be quiet and fall asleep as soon as he/she goes 
to bed 
  2. He can take toys or books into bed with him/her 
  3. He can do what he/she likes until he is ready to fall 
asleep 
51. How far can your child go alone? (other than to school) 
  1. Within sight or calling distance 
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  2. Within a few blocks, or to certain friends, or stores 
   3. Anywhere he likes 
52. Do you allow your child to play in the house with friends? 
  1. Yes 
  2. Yes, but only in certain areas, certain games, certain 
times, etc. 
  3. No 
53. Do you allow the child to play on the (living roan) furniture? 
  1. Never 
  2. Yes, unless it has just been cleaned or ready for company 
  3. Anytime 
54. What kind of rules do you have for marking on the walls, climbing 
on furniture, jumping on beds, etc.? 
  1. No rules 
  2. A few rules 
  3. Several strict rules 
55. Do you allow your child to snack between meals? 
  1. Never 
  2. Only certain foods at certain times 
  3. Yes 
56. What kind of rules do you have for your child's behavior at the 
table? 
  1. Many rules, strict about table manners 
  2. Only a few rules 
  3. No rules, child behaves as he wishes at mealtime 
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57. What kind of rules do you have for your child's TV watching? 
  1. He/she is allowed to watch whatever he likes 
  2. There are sane rules about what he/she watches 
  3. He/she is allowed to watch only certain programs or never 
watches TV or has no TV 
58. A child should not talk back. 
  1. Strongly agree 
  2. Agree 
  3. Don't know 
  4. Disagree 
  5. Strongly disagree 
59. Impudence 
  1. 
  2. 
  3. 
  4. 
5. 






60. A child should cane inmediately when called. 
  1. Strongly agree 
  2. Agree 
  3. Don't know 
  4. Disagree 
  5. Strongly disagree 
61. It is alright for a child to argue with an adult. 




3. Don't know 
4. Disagree 
5. Strongly disagree 
Children must respect autho: 
1. Strongly agree 
2. Agree 
3. Don't know 
4. Disagree 
5. Strongly disagree 
63. All parents deserve respect from their children. 
  1. Strongly agree 
  2. Agree 
  3. Don't know 
  4. Disagree 
  5. Strongly disagree 
64. It is OK for a child to question his parent's decision. 
  1. Strongly agree 
  2. Agree 
  3. Don't know 
  4. Disagree 
  5. Strongly disagree 
65. A child should be punished if he strikes out at his mother. 
  1. Strongly agree 
  2. Agree 
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3. Don't know 
4. Disagree 
5. Strongly disagree 
66. A child should honor his parents. 
1. Strongly agree 
2. Agree 
3. Don't know 
4. Disagree 
5. Strongly disagree 
67. Have you restricted your child from viewing TV programs with vio- 
lence in them? 





68. Have you 
in them? 






69. Have you 
them? 







70. Describe where you live now. 
  1. Public housing 
  2. Private apartment 
  3. Other  
Please explain 
71. Have you moved in the past five years? 
  1. No (If no, would you like to move? Tell why? 
  2. Yes Where?  
Why?  
72. Have you opened a checking or savings account in the past five years? 
  1. No 
  2. Yes 
73. Do you receive AFDC payments now? 
  1. No 
  2. Yes 
74. Do you have an active library card? 
  1. No 
  2. Yes How long have you had it?  
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75. Do you work outside your heme on regular or part-time schedules? 
  1. No 
  2. Yes What do you do?  
76. Have you enrolled in a special training or skills course over the 
past five years? 
  1. No 
  2. Yes If yes, please describe. 
( ) High school equivalency 
( ) Vocational training 
( ) Junior college 
( ) Other  
Please explain 
Please give name and address of a close relative or friend who will 





HOME START PARENTS 
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1. What are sane of the things that you liked best about the Perry Hanes 
Intervention Project (PHIP)? 
2. What are some of the things you didn't like about PHIP? 
3. What differences have PHIP made in your life? 
4. Is there anything else about PHIP that you think we should know about? 
APPENDIX C 
EG. PARENT RESPONSES TO THE OPEN-ENDED 
QUESTIONS OF THE APBIS 
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EG1 PARMI RESPONSES TO THE OPEN- 
HNDED QUESTIONS OF THE APBIS 
DIFFERENCES HOME START MADE IN EG1 PARENTS’ LIVES 
CODE 
1 Relationships Involving the Child 
Encouraged to spend more time with my child 
Greater awareness of the need for early training 
Learned better ways to work with her child 
Learned to talk more to my child 
Learned more about what is expected of children 
Greater interest in my child's learning behavior 
More patience with my children 
More supportive of my child's education 
Read more to my children 
Select and buy toys with greater educational value 
Spend more time with my children 
Take my children on trips of greater educational value 
Work more effectively with my handicapped child 
2 Relationships Involving the Parent 
Better outlook on life for self and family 
Greater involvement with others 
Greater interest in my hone 
Greater interest in school and community activities 
Greater self-confidence 
More independence 
Interest in continuing my education 
Greater use of community resources 
WHAT EG1 PARENTS LIKED ABOUT HOME START- 
3 Relationships Involving the Child 
Availability of toys and books for my child 
Early training for my children 
4 Relationships Involving the Parent 
Employment opportunities 
Learning to prepare my child for school 
Recognizing my role as teacher of my children 
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CODE 
5 Delivery Model 




Craft activities in the Living Center 
6 Parental Relationships Involving Hone Start Staff 
Help from Heme Teachers and staff with personal problems 
Kind, helpful and considerate Heme Teachers 
WHAT EG1 PARENTS DID'NT LIKE ABOUT HOME START 
7 Parental Relationships Involving Home Start Staff 
Personality conflict with first Home Teacher 
8 Delivery Model 
More home visits per week 
Wish that program had begun earlier so that older children in 
my family could have benefited 
